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I Ion. Cm, D. PERK! xs,
Chafrmon. Committee on Education and Labor. House of Re preNrnta-

ti reN.Washhigton. D.C.
DEAR MR. : On March 3, 1970, in his message to Congress

on edncational reform, President Nixon called for the creation of a
National Institute of Education as a "focus for educational research
and experimentation in the Unite(I States."

I)ecla ring that "American education is in urgent need o f reform-and
that "we are not gett inp. as much as we should out. of the dollars we
spend" on education. the President called for "a searching reexamina-
tion of our entire approach to lea ming".

As the President warned :
Ive mast stet) pretending that e understand the mystery of the learning

process, or that we are significantly applying science and technology to the
techniques of teachingwhen we spend less than one-half of 1 percent of our
educational budget on research, compared with fl percent of our health budget
and 10 percent of defense.

14egislation proposing the establishment of a National Institute of
Education was introduced in the 91st and 92,d Congresses.

Dnring 1970 and 1971, begin ninsz with the hamloction of the orig-
inal Mnrch 3, 1070, the Select Salwomniittee on Education of
the I louse Committee on Education and Labor lield 8 days of hearings
on the proposal and, in addition, visited several centers of educational
research and development in the United States as well as in Great Brit-
ain, France, Norway, Poland. amid the Soviet Union.

These three volumes of essays, "Educational Research: Prospects
and Priorities," "Purpose and Process: Readings in Educational Re-
sea reh and Development," and "Alternative Futures in A mericnn
Education," are thus part of what. I believe to be the most. careful con-
sideration yet by a congressional subcommittee on the subject. of re-
search and development in edncati on.

These, essays have been counnissioned by the Select Education Sub-
committee from seholars who have studied the aims of ethical ion, the
issues of edncational resea reh and ways of improv i ng how we teach and
lea rn.

As you know, Mr. Chairman. both the Tfollse of Representatives on
November 4, 1971, and the Senate on August 0, 1971, Passed with strong
bipartisan support, bills authorizing the creation of a National Insti-
tute of Education. At the present writing, therefore, the next step in
the legislative process is action by a conference committee.

ollopefillly, one of the principal achievements of the, 92d Congress
will be the establishment of a new entity which will contribute to
strengthening research and development at every level in American
education.

These essays are intended to contribute to a wider understanding of
the National Institute of Edncation and some of the issues which it
will address.

Sincerely,

V

CONCIRESS OF THE tiNrrED STATES,
WaRhington, D.C., Januar!, 197i.

C1ua.u'mpn, Select Subcommittee on Education.
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EDUCATIONAL RESEARCH: PROSPECTS AND
PRIORITIES

EDUCATIONAL RESEARCH & DEVELOPMENT IN THE
SIXTIES: THE MIXED REPORT CARD

A background paper by FRANCIS S. CHASE

I. PROLOGUE AND BACKGROUND

In the past decade research and development did not transform edu-
cation as many had hoped; but it did introduce new approaches to
change and give convincing demonstration of potential for continuing
improvement. One who looks objectively upon the short and uncertain
history of the educational research and development organizations
funded by the Federal Government will discern ineptness in planning
and management, bloated expectations punctured by failure, and frus-
trations enough to confound even the boldest risk takers. Yet the
objective examiner will also note some solid accomplishmentsin spite
of the obstacles; and, if sufficiently discerning, may perceive that
power has been generated that promises much for the future.

The foregoing statements and the comments that follow are based
on (1) information gathered on one or more visits to each of nine
university-based research and development centers and twenty re-
gional educational laboratories between December 1966 and June 1968;
(2) continuing communication with all these organizations and re-
peated visits to six of them, in 1969 and 1970 ; (3) examination of
annual reports, contractor's requests for funding, and other documents
issued by the centers, laboratories, and other R&D organizations; (4)
conversations with many persons who have had opportunities for close
observation of the operations of educational research and development
through serving on evaluative panels and otherwise ; and (5) analysis
of over seventy replies to an inquiry addressed at the end of February
1971 to persons believed to be unusually knowledgeable about. the
strengths and weaknesses of educational research and development.

My first opportunity to study the fledgling educational R&D or-
ganizations came toward the close of 1966. At that time the oldest
of the univenity-based research and development centers, authorized
in 1963 under the Cooperative Research Act, had been in existence
between two and three years ; and the regional educational labora-
tories, authorized by ESEA Title IV (an amendment to the Coop-
erative Research Act), were just getting started. Please note the dates
of what I am tempted to call "an incredible chronology":

April 11, 1965enactment of ESEA, including Title IV.
August, 1965Guidelines issued for prospectuses.
October 15, 1965prospectmes received.
February, 1966the first contracts negotiated.

(1)
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September, 1966twenty laboratories under operational or
developmental contracts.

November 18, 1966a barrage of criticism led to the. request
for what became known as the "Chase Study".

On that day in November tlm then Secretary of HEW, John Gard-
ner, and the Commissioner of Education, Harold Howe II, made it
clear that they were in urgent. need of trustworthy information to
determine action with respect; to the new laboratories which were
being assailed so strongly by critics within and without, the educa-
tional establishment. It seems scarcely credible that. disillusionment
could have set. in so quickly as to shake the faith of the Secretary
wlm earlier (when presid.(nt of the. Carnegie Corporation) had
chaired the Presidential Task Force which reconunended the estab-
lishment Of such laboratories as large-scale research and development
organizations. Yet the painful fact was that the existence of these
now organizations was threatened before a majority of them became
fully operational.

Xs I began my visits to the laboratories in December 1966, I found
basis for the mounting criticism, but I found also basis for hope in the
revitalization of educational practice through these new agencies. As
visits to the laboratories continued, the Commissioner of Education
asked that the university research and development, centers be in-
cluded so that the study would encompass all of the organizations in
what Wati beginning to be known as the National Program of Educa-
tional Laboratories.

By mid-January 1967, and at intervals for the next year and n half,
reported to the Secretary, the Commissioner, and officers of the cen-

ters and laboratories on policks and practices, both within the Office
of Education and among the laboratories, which seemed to jeopardize
their usefulness as agencies for the improvement of education. At, the
sanw. time I was calling attention to policies and operational processes
which promised to add badly needed ingredients for the reform and
strengthening of the education enterprise.

The judgments made in 1967-1968 have been reexamined in the light
of subsequent. events and further consideration of the nature of educa-
tional research and dexclopnw.nt as it, is evolving in the United States
and other countries. The following premises are either explicit, or im-
plicit in both my earlier and current. generalizations:

1. The justification for the establishment, and continuing support
of these. organizations is to be found in effective performance of fune-
tions which are either neglected or poorly performed by schools and
school districts, colleges and universities, and State. and Federal edu-
cation offices. This requires the centers and laboratories to engage in
activities which complement the activities normally engaged in by
other edncation agencies.

2. The fact. that. the centers and laboratories are conceived as edu-
cational research and development, organizations places them imder
obligation to engage in sets of operations which eventuate in products
and processes effectively adapted to the achievement, of specified educa-
tional objectives or the solution of important problems.

3. The foci's of operations will be research designed to facilitate. the
attainment, of specified goals and /or development, w,hich draws on re-
search to inform decisions and evaluate products. Tif.research ard de-
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velopment, the discovery of knowledge is pursued not as an end in
itself bnt as a means toward achievement, of other purposes; and de-
velopment is regarded as successful only to the extent that specified
performance criteria are met.

4. Effective research and development in education as in other
fields requires teams of specialists with complementary competencies
working over considerable periods of time under conditions which re-
ward team productivity and quality control.

5. The autonomy requisite to productive research and development
can be reconciled with accountnbility for the use of public funds and
other resources only through the establishment of processes of review
and evaluation which provide fair bases for judging performance
without impeding it.

In a pumper prepared nearly two years ago. I attempted to describe
sonic of the conditions essential to the effective operation of edpca-
tional research and development. organizations. Among the conditions
which I stressed were an orderly increase in funding, an immediate
stepping up of efforts to train research and development, personnel for
education, and other conditions necessary to stability, Independence
and aecountability. It was my opinion then, and it. is my opimon now.
that we need to move immediately to establish a sponsoring agency
in the Federal government, that. will command the attention .of the
Executive Offices and the Congress. and provide assurance that re-
search and development operations in education are will conceived,
soundly operated, and objectively evaluated. A National Institute. of
Education, set up along the lines proposed in legislation now pending
before the Congress and with funding increasing at the rate of some,
thing like 50 per cent. a year until the billion dollar mark is passed,
would be a. giant step toward establishing the essential conditions for
realizing, the educational potential of research and development.

Tt is important that R&D organizations be directed to establishing
conditions and means for vigorons and effective functioning of the
institutions and agencies of education, and not merely to the achieve-
ment of short, range goals. Generally the most lasting effects are
achieved over time, through systematic, analysis and problem-solving
w:hich lead to a clarification of objectives and a painstaking adapta-
tion of means to ends. Over-emphasis on instant products is a dis-
service to sound research and development ; yet the pressure for visible
products which are ready to be marketed and put, into widespread use
is a factor that cannot, he ignored by R and D organizations. The pres-
sure collies from practicing school people who want, something to ease
their problems now and from parents who want their children to have
experiences whieh are much better adapted to their needs than those
which schools generally now are providing. It, comes also from legisla-
tors who need something they can point to as justifying the expemuli-
hire of public funds; and it, conies from officials in the Executive
bra.nch. the Bureau of the Budget, and elsewhere, who feel responsi-
bility both for advancement of the public, welfare and for prudential
use of tax revenues.

.take education to be a process through which the powers of
the individual are developed and used for the enhancement of self
and others. We talk glibly about the development of the full poten-
tial of all individuals in our society; yet. society itself through its
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institutions and values leads members of some groups to discount
their potential and to perceive small opportunity for the exerciseof
developed powers. We can identify some of the grosser factors which
hamper development of the powers such as poor nutrition, sensory
deprivation, and assignment of inferior social status. We have a
dawning understanding of the positive factors which help an indi-
vidual to attain a just perception of himself and to acquire some
ability to cope with environmental factors; but we are not sure what
combinations of changes in environments for learning and living
are .required to provide substantial equality of educational oppor-
tunity for those growing up in poverty, accentuated often by social
stigmas attached to departures from the national norms in language,
cniture, or appearance.

What hope is there that research and development operations can
contribute to the reform and contmning improvement of education?
Or to put the matter another way: What are the characteristics of
research and development operations on which one can base reason-
able hopes? I shall discuss briefly several which seem important to
me and which seem to be more fully exemplified in the educational
research and devel pment operations than in educaticnal practice
generally.

One characteristic is a systematic attempt to work out cycles of
need assessment, specifications of objectives, analysis of alternative
strateaies and treatments, leading to choices among alternatives, con-k-,

struction of partial or tentatixe systems or prototypes on the basis
of testing in clinical and experimental situations, installation and test-
ing under field conditions jn a variety of situations, and continuing
evaluation and refinement. No other educational institutions in our
society have committed themselves so fully to this recycling of proc-
esses until the intended effects are achieved to a satisfactory degree.
It is perhaps this characteristic which, although not yet fully real-
ized, most clearly sets aside the operations of these research and de-
velopment agencies from typical operations in the field of educa-
tion: and it is this which represents their greatest potential and prom-
ise for the improvement of education1 not merely for the so-called
disadvantaged but for fuller self-realization and full contributions
to the human and non-human environment for all individuals in our
society.

Our related characteristic is attention to all the major elementh
in learning environments. The approach is one of creating systems
which have as components instructional materials and media, physi-
cal settings, and the development of relevant behaviors for teachers
and other school personnel, family groups, and community volunteers.
The process becomes one in which all are teachers and all are learn-
ers, with frequent opportunities for transposition of roles.

A third charactedstic is the linking of- many organizations and in-
stitutions in the implementation of programs. Not only is a greater
attention beThg given to the contributions which can be made by De-
partments of Education, school districts, and edncational associations
of many kinds; but more effort is being expended to involve parents,
civic groups, industries, ethnic leaderships, social agencies, and vol-
unteers from the communities concerned.

Another distilignishing characteristic of many laboratory and cen-
ter programs is a strong accentuation of the positive elements in the



social tuid cultural environments of those populations which are desig-
nated as disadvantaged. The values and strengths which are associated
with being a black in America or a member of a non-English speaking
group in an Anglo culture or an Indian in a white man's civilization
become the starting points for finding oneself and the building of rela-
tions to others. I have seen numerous examples of this in programs now
under development in several places. The approaches used obviate the
danger of making disadvantaged populations simply the subjects of
interventions by others, and recognize that fruitful transactions with
the dominant, middle class culture become possible only on a basis of the
awareness of what the submerged groups can contribute to the enrich-
ment of that culture. To this end a studied attempt is made to enable
members of the population which are the targets of the intervention to
become contributors to the architecture of intervention. Increasingly
the residents of inner-city ghettos, the residents of areas distant from
the major centers of population, and members of groups whose lan-
guages and/or cultures differ significantly from those of the majority
are being involved in helping to decide what they want for their chil-
dren and for themselves and how they can be helped to widen the
r.hoices open to them.

We have learned to distrust the assumption that improvement in
education will result from piecemeal reforms such as introducing
new media of instruction, revising instructional materials, regroup-
ing learners, organizing teachers into teams, or adopting programed
instruction. The history of innovation shows that any substantial
(rain in effectiveness depends on many factors operating to the com-
mon effect. Well conceived educational research and development
operations involve helping school personnel acquire needed skills
and competence in new roles as well as developing improved instruc-
tional materials and management systems. Moreover it is recognized
that effective use of a new product or subsystem may require care-
fully worked out adaptations both in the new elements. and in the
school, communities, and other systems affected.

I have been speaking of research and development as a function
or set of operations performed by organizations established and
maintained for the purpose of devising and perfecting alternative
strategies, products, and systems to facalitate the achievement of spec-
ified objectives. This is true to the extent that he characteristics
which I have been describing find their fullest expression in such
organizations. Let no one imagine, however, that the urgently needed
improvements in education will result simply from having one type
of organization design and develop products for use in schools, col-
leges, and other educational agencies. The adaptation of educational
institutions to the needs of our times requires both incremental and
reconstructive changes. These changes cannot produce the desired
effects unless there exists within the adopting agencies a predisposing
set. of conditions.

The success of innovations is increased when :
(1) a preceding analysis 'by members of the adopting agency

has identified poorly achieved objectives, low performance of f-unc-
tions to which the agency is committeed, and/or newly identified
needs for education which require attention ;

(2) the effects which the adopting organization wishes to
achieve have been specified as explicitly as possible;

10
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(3) the choice of a particular innovation or set of innovations
has been made after a careful examination of available
alternatives;

(4) personnel in the adopting organization are given help in
making the changes in their own roles and behaviors which are
required to gain the full benefits of innovation ;

(5) the clientele to be served, including students, parents, and
others in the community affected are involved in the definition of
needs and decisions as to the nature of the changes desired.

The research and development function will become institutionalized
in education only when schools, colleges, and educational agencies gen-
erally incorporate in their own operations what I have called the "ef-
fects orientation" and use appropriate problem-solving processes to
.specify and achieve the desired outcomes. The first requirement is that
all education agencies engage constantly in a searching assessment of
the needs for education of those whom they seek to serve. The assess-
ment. must, be conducted in such a way as to move from symptoms such
.as dropouts, poor school attendance, and low academie achievement to
the underlying causes in the inappropriateness or inadequacy of edu-
cational treatments. A second requirement is that the assessment of
needs lead to the idelitification of specific objectives or effects which are
perceived as important by those to be educated as well as by educational
personnel. The third requirement. is a vigorous search for strategies and
instrumentalities which seem well adapted to production of the desired
effects. These aspects of probing and problem solving need to go on in
every district, in every school. in every community educational agency,
and in every institution of higher learning. Assistance in the various
phases of this "system improving" operation, hopefully will be forth-
coming from state echication agencies, from regional service centers,
from experimental projects, and from the organizations specialized to
research and development in education. The latter organizations have a
central responsibility not only for providing tested producth and sys-
tems. but also for assisting educational personnel to incorporate in their
own agencies the kinds of processes and mechanisms essential to con
tinning rev ital ization.

It must be understood that the characteristics I have been describing
are nowhere fully realized ; but they do underlie the. operative values
in the more successful educational research mid development organiza-
tions. These incipient, characteristics will emerge more clearly when
encouraged by the commitment of needed additional resources to those
operations that demonstrate them most fully.

The pumose of this section has been to expose the perspectives from
which my own views of educational research and development are de-
rived. The next section offers a summary of views of others who occupy
key posts for observation of R&D operations in education ; and the
third (and final) section presents generalizations drawn from a reex-
amination of the past, present, and hoped-for future.



II. SUMMARY or INFORMED OPINION

In order to gain the current views of a number of participants in
and observers of research and development operations in education,
inquiries were addressed in late February 1971 to 120 persons who have
followed closely the course of educational research and development.
Of these 50 are employed by R&D organizations : 10 directors of educa-
tional research and development centers, 14 directors of regional edu-
cational laboratories, and 26 additional staff members of centers and
laboratories. Identical questions were addressed to 70 persons not on
R&D staffs: 11 chief state school officers, 29 local school administra-
tors, S university deans, 10 professors, and 12 leaders in other organi-
zations. All of those queried have lmd unusiml opportunity to study
educational research and development operations, with the exception
of the 29 local administrators, most of yhom were selected at random
from education directories.

The inquiry form raised five questions:
1. What do you regard as the chief achievements of educational

R&D?
2. What have been the chief obstacles to effective operations?
3. What steps are most vital to the increased effectiveness of edu-

cational MD?
4. What are the most valuable lessons to be learned from our expe-

rience up to this time with research and development in education ?
5. What is your general assessment of the major strengths and

weaknesses of educational research and development at the present
time ?

To facilitate replies, the first three questions were followed by
checklists of seven or eight. factors which are frequently cited as con-
tributing to the relative effectiveness or ineffectiveness of research
and development, in education. Spmwe Was given after each of these ques-
tions for added items and for free-ranging comments. Correspondents
were asked to double-check the two or three items considered crucial.
Questions 4 and 5 were followed only by a bhmk for the respondents'
use. (A copy of the inquiry form and covering letter are appended
to th is report.)

Seventy-eight replies were received and analyzed to determine the
preponderant views amid to reveal significant divergencies among and
within the several categories of respondents. When the returns were
analyzed in mid-Mareh, replies lmd been received from only 11 of 29
local school administrators queried. This in itself may be an indication
that. only a minority of local school people have felt. any impact from
R&D operations. Completed replies were received from over 70
per cent of all other persons addressed, and in no other category did
the returns fall as low as 50 per cent. Of the 78 respondents, 73 com-
pleted the checklists for the first three questions and the remaining
five ignored the checklists but offered comments. Of the 73 respondents
completing the checklists, 35 are members of center and laboratory

(7)
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staffs and 38 are observers not employed by these organizations. The
latter group includes 8 chief state school oilicers, 11 local administra-
tors, 6 university deans, 8 professors, and 5 who are recognized as
authorities on the 'application of research and development to educa-
tion. Analysis revealed some differences of opinion among observers
within and without R&D organizations but no clear differences among
the several categories of "internal" and "external" respondents.

The following pages give sampling of the comments of respondents
in answer to each of the five questions. For the first three questions,
tabulations of the checklist responses are also provided. The tables
show the percentages of those within and without educational R&D
organizations rating each checklist item as crucial or important. It
may be noted that in no case did the items at the top of the checklist
elicit the highest number or percentage of responses.

MAJOR ACHIEVEMENTS CITED

Respondents were asked to indicate their views of the relative im-
portance of seven suggested achievements by checking once all items
reffarded as important, and twice those regarded as crucial. Inasmuch
as no major differences appeared among the responses from center
directors, center staff members, laboratory directors, and laboratory
staff members, all of these are grouped together in the 35 responses
from R&D staff members. Analysis also showed no important dif-
ferences in the responses of school administrators and other respond-
ents who are not members of laboratory or center staffs. In the tabula-
tion, therefore, comparison is made between the responses from those
employed by R&D organizations and those not so employed. (See
Table I.)
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Items added by more than one respondent. to the checklist of major
achievements include the following (with figures in parentheses show-
mg number of respondents listing) :

Contributions to knowledge or understanding of education, cur-
riculum, learning, or diange processes. (8)

Refinement of research, developnient, and implementation strat-
egies. (2)

The use of interdisciplinary teams. (2)
The development of delivery systems for introduction of edu-

cational innovations. (2)
Training of personnel in research and development operations.

(2)
Among the items added by a single respondent from R&D staffs are :

Parsimonious use of national resources to improve education.
The creation of R&D institutions capable of producing signifi-

cant research and validated products.
The development, testing, and installation of improved educa-

tional management systems.
Converting educational research into actionable, validated

products.
Development of a rigorous process for building, testing, and

implementing educational products.
Development of delivery systems for introduction of hinova-

tions.
Among replies from those not. on the staffs of centers and laboratories
the following items appear :

Establishing agencies with the prime mission of R&D.
Increased emphasis on, and utilization of basic research.
Improved understanding of what R&D is all about.
Focus upon the importance of creativity in education.
Emergence of a substantial program of policy- or practice-

centered research in education.
Demonstration Hurt educational problems can be attacked vigor-

ously, systematically, and authoritatively.
Providing opportunities for many talented, creative persons

to work in efforts to improve education.
Pointing out the meager research base available and used in

educational decision nmlang.
Dissemination of useful research findin(rs to teachers and others.

Two alert local school administrators mentrion accountabilityone
noting the "senSitization of educators to the research ethic of account-
ability, its rationale and techniques," and the other listing "develop-
ment of accountability systems, cost-effective learning systems, and
performance-based educational assessment teehniques."

Several respondents offer comments which are usually concise, and
often illuminating. In response to the question regarding the chief
achievements one center director says "the chief achievement is the
bold new effort to make educational research more relevant, to help
it break out of its traditional limited mode." Another center director,
who is also a. distinguished psychologist, believes that the significant
contributions up to the present time appear to be:

1. The mobilization of a substantial portion of the scholarly
and managerial resources of the nation.

15
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2. The formulation turd validation of sophisticated develop-
ment, diffusion, and research strategies which are now becoming
part of the accepted tools for educational improvement through-
out the educational community.

3. A firmer knowledge base related to organization, curricu-
lum, instruction, community, and other resources of educational
systems.

4. Tested curriculum materials and instructional procedures,
particularly at the elementary school level, that are now being
moved into the schools.

A third director notes that "the use of systems approaches, improved
processes for institutional self-study and regeneration, und increased
collaboration among educational agencies are all extremely important
potential outcomes of educational IUD" ; but he adds 'these outcomes
are only beginning to emerge, and their future development is yet to
be determined". In similar vein, the author of the first comment quoted
in this section acknowledges that the job of making educational re-
search relevant, is scarcely begun, but he expresses confidence that the
new IUD effort can at long last begin to help to remedy a major weak-
ness of education which he identifies as lack of a "solid, cumulative
research base".

A member of a center staff notes that the items listed on the check-
list have been achieved "to some extent as a result of new institutions
with the new kinds of personnel, but the actual 'achievements of such
organizations are yet to come." Another discerning member of a center
staff sees the gains so far as improving instruction is concerned "as
mainly in clarifying the requirements for significant, wide-spread
improvements in education and in the development of IUD tech-
nologies that, if put to work effectively, could make great gains."
Another 'thinks that the big achievenient is the introduction of a
programmatic. approach to educational innovation, involving respon-
sibility for carrying through from the initial ideas to "installation
and evaluation in a context large enough to provide a nurturing en-
vironment. for new processes."

The comments of laboratory directors and staff tends to overlap and
reinforce those from the centers. One director calls "the introduction
and use of a systematic research and development approach to the
improvement of education" the most crucial of all achievements and
stresses the importance of establishing "a systematic means of improv-
ing education as opposed to segmented approaches or emphasis upon
single items such as 'speeding up educational innovation' ". A labora-
tory staff member puts stress on the process rather than the product
contributions of educational R&I) and expresses the belief that in
the long run laboratories and centers may contribute more to educa-
tional practice and improvement "through providing models of ITOW
rather than specific j?roducts." Another respondent, a key officer in
one of the laboratories, feels, however, that "educational IUD pro-
vides validated products that are fully ready for operational use"
and adds that. "earlier and less rigorous development efforts almost
never conducted vigorous evaluation or provided pmducts that could
be used without major additional efforts by the schools."

65-7 1 6-7 2-----2
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OBSTACLES TO EPPBOTIVE OPERATION

As shown by Table 11, 100 percent of the 35 R&D staff members re-
(Yard unrealistic expectations of immediate results as a crucial or im-
portant obstacle to effective operation of research and development or-
ganizations ; and 76 percent of the 38 other respondents also rate this
factor as an important or crucial obstacle to effective operations. Other
differences of the ratings of the listed items are shown in the table and
highlighted in the comments beneath the table. Several respondents
list other items which they regard as crucial. Among the additions
from R&D personnel are :

Inability to conceptualize a total system of research and devel-
opment and make it operational.

Refusal or inability of R&D operations to adopt a programmatic
approach.

Inappropriate concepts of educational R&D processes.
Inappropriate conceptions of the relationship laetween research

and development.
Inability or unwillingness of key personnel to utilize existing

knowledge, experience, techniquestand/or methods and procedures
in the management of R&D operations.

Lack of commitment and support from the Congress and the
Executive branch and lack of coordinated support within the
various branches of OE.

Letting technological means determine ends, rather than vice
versa.

Lack of expertise re : dissemination and utilization problems.
Lack of clear and consistent definition of Federal expectations,

requirements, and support.
lowness in adapting military and industrial operations to the

unique needs of educational research and development.
Inadequacy of methodology in educational development.

17
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Items added by those not on the staff of R&D organizations include
the following:

Completition between R&D interests and commercial interests.
search programs.

Insecurity of funding.for long range programs.
Emphasis on production of packages rather than the treatment

of education as a process.
Lack of an effective system or model for educational develop-

ment and dissemination.
Competition between R&D interests and conunercial interests.
The local control of education which makes it difficult to pat

educational R&D into practice.
Inadequate attention to dissemination and diffusion.
Inadequate information systems to support R&D.
Lack of commitment to the research modus operandi.
Inexplicit, poorly conceived student outcomes statements.
Lack of programmatic approach.

Among the more illuminating comments made by center directors
and staff members on 'obstacles are the followmg, which seem worth
quoting at some length :

In the long run, the major obstacle to effective operations of R&D will be the
continued inability or unwillingness of MD personnel to see their own efforts
as only part of a total system. Curriculum (instructional) materials, teacher
training, organizational change. and methods of evaluation must somehow be
brought into a compatible system if R&D is to have a major impact on the
educational system.

Several factors have hindered us. We are new at it, and don't fully understand
the process. We are borrowing concepts and procedures from engineering and
industry that don't always fit. We are bedeviled with an incessant, and mindless
scrutinypulling up the rocits to see if the plant is growingthat take away
scarce energy needed for creative work. We have been asked to fOrmulate broad,
integrated and exploding programs during a period of financial uncertainty
a na with dw i nd ing resources.

The greatest obstacle to the orderly utilization of the human and material
resources in colleges and universities was first the levels of support in 1967,
and in 1970 the actual reduction of support whereby even the strongest R&D
centers received no increase in funds from 1967-1970 and yet in 1971 not a single
new center was started. The chief obstacle to the orderly development of labora-
tories was the short-term funding along with insufficient skilled leadership
from OE to get 20 laboratories off to a good start in 1966-1967.

One of the greatest difficulties in effectively.carrying out R&Dprograms rests
with the lack of a substantive theoretical structure that would permit the ade-
quate design of instructional systems. We seem to spend a great 'deal of time in
developing things with little rationale as to why.

The whole IUD program since 1965 seemed to have the pitch of immediacy
which is not possible in changing so complex an operation as is the .educational
system Few R&D efforts have been addressed to the utilization of effective
means of causing change to occur or of getting change to occur among the slow-
to-adapt. Intervention into the educational system has been slow and spotty
in degree. The dissemination attempts are, to be kind, awkward, primarily due to
lack of utilization of means for so doing already available to R&D. The educa-
tional community already has established vehicles of disseminationand the
creation of new activities for such purposes overburdens the used of R&D. The
bottleneck is obvious.

Laboratory directors and staff members add the following obstacles :

Shortage of R&D management and professional personnel who actually have
experience in development, evaluation, dissemination, awl utilization is more
critical than funding, "research knowledge", or research methodology.

Product development is a specialized skill and good "product developers"
are practically non-existent. Management has been inferior. It is priniarily

19
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given to former "educators" and "administrators" whose concepts and skills
in the management process are at best ineffective and in most cases self-de-
feating or destructhe to personnel.

Educators had no good models for R&D. These had to be constructed from
military and industrial sources. Since the flt was not good, a great amount of
hammering out of the concepts was needed. Previous edneational research was
almost of no value, and at times was detrimental. The general notion that re-
search knowledge was abundant and that labs simply needed to apply it to
solutions was unworkable. Not enough knowledge existed. No large scale R&D
effort. in education had existed to produce the management experience needed.

Failure to systematically train staff members for maximum effectiveness and
lack of management techniques.

Lack of experience in management of R&D operations has hampered effective
implementation of innovative projects.

My major impres.sion of the educational R&D effort is its fragmentation.
There seem to be great numbers of individual efforts, each devoted to. some
very small problem or question; each pursued in great detail ; each purporting
to have examined precedence or experiences. It seems to me that effective man-
agement and planning of R&D efforts could reduce this vast duplicative and
repetitive operation and release resources into more productive, still undeveloped
areas of inquiry.

Among the more cogent comments regarding obstacles made by
those who are not meaers of center or laboratory staffs are these:

I think we may overplay the notion of the resistance of educationM personnel
to innovation. We have also underestimated the magnitude of R&D both 'in cmn-
plexity and the nature of the setting in whkh it should go forward. We might go
further in the future if we could link sources of ideas more productively with
private sector R&D know-how and resources.

The greatest obstacle is the lock of an effective system or model for translat-
ing R&D outcomes into practice. It is not enough to "develop" and "disseminate"
according to current model's. For example. good as the ERIC system is. how can
one expe(t a school principal, say, to find in it what he can use, or know how
to use it? The model I would envisage would incorporate some system for bring-
ing R&D outcomes (as appropriately packaged and developed) into the princi-
pal's office, or into the classrooms of teacher training institutions.

Many fragmented approaches with R&D funds being widely dispersed without
any overall conception of the emphasis or integrated approach that should be
token. Giving out snmll sums to thousands of individual professors and re-
stbarchers certainly does not lend to an integrated R&D effort. I would much
rather see a limited number of well-financ?d attacks on well-deilned problems.
Tmpiementation has to take place through the independent action of 27,000 school
districts. Most of these are unwilling to change traditional ways or are might
up in the politics of trying to satisfy very diverse constituencies who generally
do not understand or seek change based on research results.

A severe shortage of good administrators who understand the R&D process,
but in addition, there are limited numbers of individuals who feel sufficiently
committed to devote the time and energy needed to operationalize needed innova-
tions (one big problem is, of course, the inappropriate kind of reward structures
used in some centers.)

The pattern of supplying more fluids than can be adequately used early in a
new program and then decreasing funds for the program has. I believe, created
serious problems in many research and development programs. Often as the
programs mature and develop concrete plans, funds available to implement those
plans are decreased and R&D personnel have to spend too much of their valuable
psychic energy and time in defending their past performance and making a case
for increased funds. Programs which are funded early in new R&D efforts often
receive more support than those which may be conceptualized more adequately but
which may be funded at a later date. Thus, programs which are more thoroughly
eoneeptnaliwd and planned may have no prospect of receiving an adequate
Midget. which is commensurate with their plans, while early-bird proposals,
which may have been very poorly conceptualized, may receive more budget than
is warranted, given the commting proposals which come along later.

There has been an abundance of personnel trained in classical research -method-
ology. but certainly a major shortage of personnel trained to perform roles such
as evaluation, development, and diffusion.
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On the one hand, practitioners look for simple, instant, infallible answers to
complex problems which may leave no solution. On the other hand. researchers
continue to be almost unaware of the process by which educational decisions
are made. Misunderstanding of roles and differences of expectations create mis-
trust, confusion and frustration among those who must work closely together
for effective R&D operations.

The tools for educational research are both inadequate as systems analysis
instruments and also as diagnostic instruments. Their scaling techniques are
thirty years behind the current knowledge. Researchers also need to know how
to work in the school environment. They come equipped with laboratory tech-
niques when they need more general abilities in the area of the art of the
application.

Funding of educational research is inadequate in at least three ways: (1)
disproportionate reliance on federal sources, direct and state-administered; (2)
inopportune timing of funding decisions, often precluding adequate planning,
staffing and implementation of well designed programs and evaluations; (3)
ridiculously low portion (.31%) of the total education budgetcompared with
industry (3%), health (5%), and national defense (10%). Concerning inade-
quate funding, the reduction of proposed budgets below what was really needed
and the late awarding of federal grants have hampered project implementation.
Opportunities to staff projects with the most capable personnel and valuable
lead time in project development have been lost because of reduced budgets and
late funding.

Lack of concern with the whole social context in which education goes on,
and domination of research by psychologists interested in the psychology of
learninga minor field according to which to improve the schools. (Social moti-
vation ; self-confidence, hopethese are far more important than schedules of
reinforcement. )

STEPS TO INCREASE EFFECTIVENESS

Table III reveals the percentages of respondents in each group
rating each of the seven checklist items as either crucial or important
to increased effectiveness. The last item on the checklist was "better
undeistanding of the nature of educational R&D by ." This
blank was filled in by many respondents with such terms as all "fund-
ing agencies," "consumers," and 'educational practitioners." Respond-
ents using a phrase such as "the entire educational community" or the
equivalent numbered 37; better understanding by the Congress was
called for specifically by 17 respondents ; better understanding by
HEW and OE or funding agencies by 15; better understanding by
the general public by 11; and better understanding by university and
college personnel by 5.

One respondent took the blank to refer to tbe mepns of increas-
ina understandina and wrote, "Better understanding of the nature of
eeucational R&De5 by encouragina a number of outstanding univer-
sites to devote extended time eso intellectualizing the entire R&D
process."
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A number of respondents add one. and sometimes two items which
they consider crucial to the increased effectiveness of educational re-
search and development. Among the new items are several with regard
to national management or funding:

Management. and funding that enables better continuity in plan-
ning by R&D organizations.

Redirection of major Federal funding emphasis from frenetic
innovations and political-social gambits toward a massive inter-
institutional attack on the vast ignorance within which the educa-
tional enterprise is characteristically conducted.

Establishment of the National Institute of Education or some
similar agency.

Greater responsibility on the part of the Federal Government
for placing products and knowledge in the hands of users.

Active support from ITSOE for implementing proven products
of R&D operations.

Overt support for building a. national system for educational
development while retaining political decentralization.

I3etter arrangements for national support of educational R&D.
Long-range plans for predicted needs as well as for short-term

needs.
Other new items relate primarily to the operations of the centers

and laboratories :
Adoption of rigorous performance standards by R&D opera-

tions as well as by monitorincr agencies.
Greater involvement in cebanging .attitu des of local superin-

tendents, School Board members, .and principals.
A better model or system for on-site development and demon-

stration of R&D outcomes.
Utilization of methods of dissemination via established vehicles.
More and better cooperation among R&D agencies and indi-

viduals.
Greater opportunities and support for dissemina thm, installa-

tion, and quality control techniques.
Early involvement in R&D processes of commercial publish-

ers.
Tighter control on testing of products in the field.
Continuity and consistency in carrying through with plans in-

augurated.
Among the more cogent comments in the free responses of respond-

ents to the question regarding the steps most vital to the increased
effectiveness of educational researeh and development are several bear-
ing on national management:

Good national management muler a well led NIE would he good in part because
it would stimulate greater Ii&D group autonomy. The latter is needed in order to
fulfill the standards of programmatic integrity, continuity, organizational evolu-
tion. and the ramification of experience into invention nnd knowledge. Better
national mfinagement is needed in order to prevent trifling surveillance, con-
stant revisionism. but also to harness and correlate efforts. Both require a sig-
nificant increase in Federal support.

Better arrangement for national planning and implementation of R&D. per-
haps the idea of the National Institute of Education will do this.

The most important steps as I see them at this juncture are:
(1) A better and stabler definition from the national standpoint of the

key educative problems and issues that need major R&D effortthe present
definition is ad hoc, shifting and shallow.
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(2) A major, conthming (5-10 year) commitment to the institutions :Ind
agencies in which the granting agency has faithwith more thorough.
continuing review and .evaluntion procedures that help rather than hinder
the work.

(3) A wide sharing of those policies, procedures, and programs of educa-
tional R&D that clearly work.

Co»gress should agree to a set of educational priorities awl to a specific mini-
m= level of support for work on them. OE (or whatever) should invite awl
:support a limited number of contractors to specify two to four of the most prom-
i.sing alternative approaches to solving these problems. Dependent upon the
characer of the approaches, existing R&D resources should be informed regard-
ing the problems and the alternatives, and be invited to state why they would
like to work upon one or more of those problems and what resources they have.
(I think some consideration should be given to using federal support for build-
ing resources in regions of high populations but low R&D resources.) An appro-
pdate number of those centers or universities should be selected and supported
to develop comprehensive program proposals. A limited number should be selected.
then those centers should be assured of minimal support for a five to ten year
period for a concerted, continuing effort.

It is important to have bwreased Federal support ( the states or local agencies
cannot do it), but exen more important to be able to plan a line of attack and sl ick
with it with the persistence needed to solve the basic problems. Better under-
standings of the processes will help create more al)propriate fnnding. evaluation.
and nmnagement of R&D as well as make for more realistic expectations of the
resultsespecially timing.

The provision of adequate support and autonomy for agencies to pursue long-
range, systematic problem-solving efforts. When the agencies are constantly
concerned about the need to look good and productive in next year's site visit.
they can be deterred from the crucial, difficult. and often lack-luster complex
Problems. Educational problems which have existed for so long in our inner city
schools nnist be solved and we must expend whatever time and resources are
required to solve these problems. We must provide those who would take on
this (Mikan responsibility wih the freedom to fail often and thereby to reject
solution strategies which may merit testing but ultimately need to he rejected. I
think progress can come only through the testing and rejecting of false hypotheses.
R&D agencies must be free to perform such vital hypothesis testing.

The development of comprehensive long-range plans for national R&D efforts
in education with: (a ) more limited and sequenced objectives; (b) specification
of the scope of activities and responsibilities of each of the public and private
agencies and institutions involved so that efforts are not overlapping and results
are more likely to be cumulative; and (c) involvement of representatives of insti-
tutions and agencies in (b) in the decisions.

Move as rapidly as possible to get NIE established and operating with the
labs and centers playing a majnr role in the programmatic R&D efforts to be
directed by that organization.

Uniform and specific criteria for evaluation of laboratories are sorely needed.
Regardless of level of funding, a basis for planning and criteria for laboratory
self-assessment are not optimally provided for on a one-year-only basis. Also an
important deterrent to optimum planning and execution is the fiscal year basis
which does not match the academic year. Field action research must follow the
academic year.

Other comments deal with diffussion or implementation :
A major. omitted linkage is the diffusion and dissemination of the products

of research and development into educational uses and adequate feedback from
these operational muses. The processes of change are far more complex than the
purchase and installation of products; research and development. nmst focus
on these processes as well as products.

A more direct relationship between R&D operations and public schools as a
whole [is needed]. Also an increased involvement in R&D or people who have a
strong background in school operations management. and teaching.

Most teachers and administrators do not have the faintest idea of what educa-
tional R&D is. USOE should establish a list of proven educational products find
innovations and take active steps to encourage their use by schools. For example,
this list could be distributed to Title I project officers, Title III directors, EDP
project directors, etc.
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If research and development activities in education are to achieve maximum
impact in improving learning experiences for pupils, then teachers, principals,
and others must be helped to understand thu nature of research and development
and must be induced to apply (or field test) the latest research findings dis-
seminated to them.

Educational R&D seriously needs more credibility at the classroom level.
Relatively untrained to know what to expect of R&D, the classroom teacher
does not see it as supportive. Much of what the teacher sees as R&D effort may,
in fact, be threatening rather than supportive or helpful. At best its products
are likely to mean another round of "in-service" activity, much of which appears
disjointed and capricious to the teacher.

Provide for upgrading research producing and consuming skills of all public
school personnel by (a) encouraging an R&D orientation in pre-service training
and (b) offering research and related in-service credit courses on a continuing,
possibly mandatory, basis.

The important ingredient lacking in increasing the effectiveness of educational
R&D is the attention to implementation. Somehow researchers tend to think their
responsibility ends when an article is published ; in fact, it has barely begun. For
the research to be socially justified it should have impact on the real problems and
there is a great need for a class of professionals which is devoted to the transla-
tion of research into action at the school level.

Develop a design for nationwide research, with replication, calculated to over-
come, insofar as possible, the above-documented lack of knowledge through co-
operation of public schools, universities, governmental agencies, and other sectors
as appropriate.

LESSONS LEARNED FROM IUD EXPERIENCE

The question as to what are the most valuable lessons learned from
our experience up to this time with research and development in edu-
cation brought reinforcement of themes sounded in response to earlier
questions. For example, one chief state school officer notes that you
cannot conduct a comprehensive program in R&D without adequate
human and physical resources, and another says that the training pro-
grams have not been adequate to produce sufficient number of quali-
fied R&D personnel.

A center director reports the need for awareness that many critical
problems of public education in America can be solved through R&D
but only through a massive long term effort, and adds that "the rapid
turnover in OE personnel and the many changes in OE program objec-
tives do not permit the orderly growth of R and D effort." Similarly
a laboratory director speaks of

The difficulty of conducting long range programmatic R&D work under the
following conditions : demands for immediate results, instability of personnel in
OE, suspicion of educational R&D from the Administration and the Congress,
lack of coordination of effort within OE, inadequate funds and short term end
uncertain funding.
Other respondents add some new notes as in the case of the center
director who lists seven lessons that have been learned:

1. The state of the art as applied to education is in its infancy despite the
many examples of productivity emanating from labs and centers. The effort
must be sustained over a period of time in order that the development in educa-
tion can become established.

2. There must be a consistent and persistent drive toward "programmed"
R&D.

3. Consistent funding is needed if D is to be stressed equally with R.
4. To expect instant change in educational practices is futile. In many areas

there is an inevitable gap between research and change. On the other hand,
research cannot be effective without continued efforts at dissemination and
development.
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5. The enters and labs are capable of putting products to use in only n small
segment of the field. A national effort toward further dissemination of improved
practices is needed.

a. There is a need for great tutderstanding and capability on the part of OE
personnel. They must be well-grounded both in educational practices and in the
decision-making process in schools and colleges.

1. Allowance must be made for certain research programs to become "basic"
in nature with the realization that knowledge is essential before applied research
can profitably be undertaken.

A laboratory director believes that :
Educational R&D can, generate and diffuse partial solutions to great local and

national problems inherent in conventional educational practice. It can do this
without power plays and intrusion upon the rights and powers of local, state or
federal authoritiesbut also without cooptation of R&D by these authorities. We
have learned that the limits on conventional educational wisdom are far more
profound than we ever expected and that this longstanding human institution has
only begun to come abreast of the humanistic. let alone the scientific revolutions of
the 18th and 19th centuries. These limits can be expanded, we have learned,
through the application of R&D tradition.

But, another director concedes that :
We have failed to convince the Exeeutive branch and Congress that adequately

funded and properly conducted educational R&D promises the greatest long-term
return on the Federal investment of any investment the Federal Government
could make in education ; yet, we are convinced this is true. We have learned also
that the insecurities bred by year-to-year funding and the repeated phaseouts of
laboratories and laboratory programs make healthy institution building an almost
impossibility.

A laboratory program director thinks :
Labs and centers may in the long run contribute more to educational practice

improvement thmuch providing models of HOW rather than specific products.
R&D talws time: it requires trained, experienced personnel : it is politicalIt
must relate to value problems, misconceptions and misperceptions of funding
agencies. practitioners. etc. Educational development, dissemination and utiliza-
tion are primative, inefficient, often ineffective. We nmst learn to apply R&D
to our own practice of R&D. R&D requires more planning and hard headed
evaluation and management.

Another sums up as follows :
R&D organizations are just beginning to find out that collaboration among

state departments. universities, and local school systems is essential to the de-
velopment of an educational product. and that early meaningful involvement in
the development cycle is necessary if the product is to be accepted in the educa-
tional community. Organizations which operate on one-year contracts have diffi-
culty in attracting and retaining qualified staff, and in gaining respect of estab-
lished educational institutions which the R&D organizations are trying to
influenee. Development of a product is not the "end" of R&Dthe product must
be sold :ma the development process should contribute to this sale. The latter
process is also costly.

Additional ideas appear in the following excerpts from longer state-
ments in replies from other respondents :

Local, regional and national interests can be jointly served with judicious
selection of R&D efforts.

think we have to be careful that we do not promise what we are not sure of
producing and that we do things so well they will have a far reaching effect
on the education of children.

Significant educational innovation may not result in a climate which en-
courages haste at the expense of careful long-term planning, execution, evalua-
tion, refinement, installation, and dissemination.

tEducational R&D must concern itself with the learning-teaching process; to
a lesser extent with material products.

The delivery system to the educational community should be tied in with
existing delivery systems for maximum utilization and effectiveness of results.
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The goals of a-particular institution have to be carefully defined, be manage-
able, and be the focus of the commitment of an adeqaute mass of lnunan
resources.

Improvement comes in small steps, not sudden cnres;. evaluation of the
influence of changes must be of a long-term nature; and the methodology of
science is perfectly appropriate for educational research and development.

Theorists must learn to write English if they are to develop a rhetoric capable
of changing the practices of practitioners.

We must provide those who would take on this difficult .responsibility with
the freedom to fail often and thereby to reject solution strategies which may
merit testing lmt ultimately need to be rejected.

Suilding an effective research organization requires a long time and large
money connnitments to build and train staft to develop effective relationships
with university and school staffs for cooperative emleavors, and to comluct
research and field test results.

More cost-effective products are more likely to be developed in the action
setting of public schools. R&D institutions should utilize the resources of the
educational industry in order to facilitate the widespread installation and
adoption of new products.

Longitudinal studies must be undertaken if cause and effect relationships are
to be established.

Educational research has not yet been directed toward basic determthants
of individual differences in aptitudes and achievements or toward school orga-
nization and procedures.

The fragmented current character of R&D has led to fragmented, local, and
uncoordinated efforts to apply the results.

Lack of an effective incentive for labs and centers to collaborate leads to
ilnplication of efforts and dilution of impact.

We must continue to draw R&D talents from outside the educational estab-
lishment and induce these people to let R serve D. rather than vice versa.

The true significancy of programma tie R&D cannot be realized until the pro-
gram,: move outside the boundaries of single institutions and their satellites.
Wlwit 11w labs. enters. olleges of education, and school districts can get together
811(1 take the unique contributions of each to build a programn, then we will realize
the kin(l f iniioviitioim s WP need.

Closer working relationships with eommereial publishers must. be worked out
early in th development sequence if R&D products are to be picked up and dis-
eeminated

R&D is not: a simpli e. process which can be successfully aecomplished through
the use of linear approaehes. It is a complex process which demamls constant
adaptation to emerging eircumstanees. Data upon which R&D decisions may be
lmsed is eonstmmtly expanding. however. As more is known, there will be less
neeessity for trial and error approaches and more opportunity for increasing the
effeetiveness of planning and operational processes.

Researh and developnwnt are only the first two steps in the process. Without
rosoures for dissemination or withont commitments of ehief state school officers
8up1icatic1 of development proeesses remains limited and largely restricted to
the pilot districts or situations where the development activity occnrred.

31:AJOR WEAKNESSES AND s'rnmxonis

The final question on the inquiry form was: What is your general
assessment of the major strengths and weaknesses of e,ducational re-
search and development at the present time? In response, a number
of respondents note weaknesses such as poor provisions for dissemina.-
tion and implementation, (which appears again and again in differ-
ent. forms) ; . inadequate national planning, funding, evahmtion, and
coordination (also a frequent entry) ; inadequate staffing, manage-
ment, and evaluation by the several organizations (repeated in various
forms) ; misconceptions of nature and requirements of R&D; and
several others which also arbear in the earlier section on obstacles
to effectiveness. The following comments are cited either because of
their cogency or because they stem to expose wealmesses not gen-
erally recognized:
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The pressure for quick results and the desire to "get in the act" have caused
a proliferation of superficial activities in the name of research, and the reSults
have been of little consequence to schooling for many of these and faith in re-
search has been damaged.

Failure to identify and mobilize available lmman resources in the universities,
colle.,es, and stnte agencies and failure to mobilize the profit making publishers
and gthers in the final production and marketing of R&D prototypes.

Lack of follow-through, lack of thoroughness, too much reliance upon old, in-
appropriate models from other fieldsnot enough creation of appropriate edu-
cational models, the tendency for everyone to expect initial results and to be disil-
lusioned when they don't immediately materialize.

Over-promising in the complex area of changing the rate of learning is irre-
sponsible and has deterred adequate funding.

Generally, R&D institutions such as regional laboratories lack capability to
develop a total learning system that is more cost-effective than a traditional
progra m.

IAmited perception of R&D personnel regarding installation of products and
processes ; inadequate attention to the need for adapting products and processes
to serve better the unique needs of target schools and/or populations find to in-
crease the variety of uses which inns be made of products.

Somehow R&D has never captured the trust of the public, and the government
reflects the lack of public trust through erratic funding patterns and an almost
flat. expenditure over the past several years.

Overwhelming tendency to make emergent R&D resources a political vehicle,
whether for the White House, HEW, state educational departments, local dis-
trict superintendents, or for the interest groups within the several professions
serving education.

The tendency to select sure-bet, non-controversial, ultimately trivial develop-
Mental objectives, as against the challenge of serious problem solving, in order
to secure social and political desirability. This tendency springs from a weakness
within educators and social scientists, as most of them are conditioned by career-
ist effltural influences and few are drawn from high-risk settings. The tendency
is reinforced by cynical pessimism and by pressures stemming from political
pressures.

Tlw bulk of the effort is going into the attainment of cognitive objectives de-
spite the recognition of the centrality of those affective considerations which
in fhwnce cognitive goal a tta inment.
. It is poorly conceptualized, especially at the "interfaces" of R&D, development

tontilization, and evaluation to all phases, methods and techniques are inefficient,
more time is needed to build experience, train personnel, etc.

The major strengths which respondents cite resemble closely the
comments they offer on achievements. This was anticipated, but it was
hoped that some new thoughts might be evoked by the final query.
Thus proved to be the case as several of the following comments of
R and D personnel indicate :

[A nmjor strength is] the gradual narrowing of the focus of educational R & D
to the systematic use of scientific knowledge directed toward the production of
useful materials, devices, systems or methods, including design and development
of prototypes and processes to improve education.

The strength is the assimilation of talents presently coming into being through
the It & D floundering of the past few years. R & D organizations are beginning
to be heard as an independent voice in educational decision making, and are com-
ing to be respected by other educational institutions.

Even more significant, perhaps, are these comments by.three city
school administrators:

A better defined role of educational R & D in the total educational enterprise
1:4 emerging. Furthermore, there is more support of B. & D now by Boards of
Educa tion. school staffs, and the taxpayer.

Heightened awareness of the discipline, orientation, present and potential
.eontributions of educational research, broadly defined, to upgrade the entire
educational program quality from teacher4upil interaction through system-
wide information management.

Increasing awareness by educators of the need for systematic evaluation and
assessment as accountability, however defined, continues to be emphasized.
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Greater emphasis on performance objectives and individualized instruction, re-
quiring educational personnel to examine specific behaviors of individuals and
groups and to modify lemons and curriculum according to results of these sys-
tematic observations. Dynamic evaluation systems have been designed as integral
components of educational systems rather than appendages thereto.

The comments of five scholars who are close observers of educational
research and development are likewise revealing :

[Strength is in] R&D capabilities which have been established in several centers
and labs around the nation. These agencies have developed in many cases strong
staff and a backlog of experience in the conduct of R&D efforts. They have access
to the resources of universities and other agencies, but have gained a good deal
of autonomy in terms of being able to pursue programmatic thrusts.

For the first time there have been opened enough educational research career
possibilities to begin to encourage bright young people to prepare for and enter
upon educational research careers.

The most far-reaching achievement seems to me to be that the components of
an R&D system are being formed (centers, labs, ERIC), and that it is now reason-
able to forecast the probable emergence of a national system of education to re-
place the present non-system.

Research, experimentation, evaluation, and to a slight degree field testing are
much better understood within the educational profession than was true 10-15
years ago. This is necessary for support and progress in educational research.
There are beginning to be some materials, programs and organizations that
actually are modifying practice on .11 significant basis which have evolved from
the educational research programs.

Research and development activities, as they have been conducted in labora-
tories, centers, and Title III projects, have stimulated many persons and grorps
to become very concerned about how the change process can be accelerated to
produce efficient and effective results for education, thus improvement of both
theory and techniques to facilitate educational change processes. The use of
these processes is now beginning to show tangible results such as IPI, the per-
sonalized approach to education as found in the Texas R&D center, and increased
knowledge of decision making and innovation process as found in the R&D
center in Oregon.

The major contribution of the recent focus on R&D has been to improve cone
siderably self-study at the institutional level. I sense that school systems are
very much concerned with better definition of problem areas, with the con
sideration of alternative strategies, and with new approaches to evaluation
Much of this focus comes from the work of R&D organizations.

ADDED COMMENTS

A recheck was made to discover any opinions not adequately repre-
sented. These views are reported below, together with comments from
replies which arrived too late for inclusion in the earlier sections of
Part II.

To present a view at variance, with the emphasis given by most of
the respondents to development, dissemination, and implementation,
major excerpts are quoted below from a long letter from a distin-
guished education researcher who felt that the inquiry form did not
offer sufficient opportunity for what he wished to say :

. . . the chief purpose of educational research and its major achievement
(when there is any) is that the results add to our understanding of some 'we-
esses or phenomena relevant to educationa category that does not seem to
be included among the possible achievements of educational R&D.

. . . I suppose the most fruitful research in education brings into question
or alters the common sense on which we act without question in regard to the
socialization and education of our children. . .

. . . Now, the purpose of research has been to put these certainties [such as
the belief that the gifted are queer, the infant's world is a buzzing confusion,
etc.] to the test, and the achievement has been that we do not today believe in
the doctrine of formal discipline, we do not today believe that intellectual
giftedness entails social and physical queerness, we do not today believe that
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infants cannot make perceptual distinctions and must be let alone, and so on
and so on. The practical results have been changes in school curriculum, changes
in educational provisions for gifted students, changes in child care centers and
in due course in infant education. In short, ideas have consequences. and the
function of educational research is to provide the ideas that will have educa-
tional consequences in speeding up educational innovation, improving evaluation
techniques. altering instructional systems, etc.

But I think that I must point that almost none of the consequential research
to which I refer began with these categories and purposes in mind.

. . . The chief obstacle to the effectiveness of educational research . . . is
the skepticism of educational personnel and of educational researchers them-
selves regarding the value of research, and particiularly of basic research for
the hnprovement of education. . . .

What needs to be done to increase the effectiveness of educational research
is implicit in my preceding comments. There are of course mtuly things that
suggest tlhemselves, not the least of which in my opinion is greater cooperation
and communication between the Washington research comnnmity and the
ca demic resea rch community.
I suppose if I could do one thing and only one thing to improve the lot of re-

search in education it would be to establish confidence in the power of ideas
derived from systematic inquiry. . . .

A contrasting view is stated succinctly by a leading advocate of edu-
cational development.

I think we should have learned by this time that our present educational R&D
practices are relatively ineffective. We need much greater management and hi-
tegration of research into larger projects having a relatively long life cycle. The
research organization must not only be concerned with research but must have
a responsibility for development and implementation. Indeed, it is questioned
whether research is the most important aspect. I would almost reverse the em-
phasis with implementation being the most important, development next and
research, while vital, still being the smallest component.

The latter opinion is partially echoed by a professor who is active
in both research and development :

The major obstacle, as I see it, has been the lack of a system through which a
purposive invention or better and more useful educational products and practices
can be accomplished. One might go one step farther back in the cause chain and
point out that a "myth of self-sufficiency" has been attached to our decentralized
un-system.

And a systems analyst goes a step further and says :
It would seem desirable to chart the entire educational process so that all those

involved both centrally and peripherally, can see the relative positionings and
interatcions of the various elements, steps, processes and functions. This charting
would permit identification of obvious gaps and duplications, would provide bet-
ter systemization of the educational process, and Most of all, would suggest
where emphasis may need to be changed from time to time. Such capability
would tie in with the objectives of establishing NIE and should become routine
procedures instead of reaction to public clamor.

A late reply from a State department of education is explicit regard-
ing the need for differentiation of tasks among types of agencies and
coordination of effort :

The Department of Education has considerable difficulty in initiat-
ing extensive R&D programs on its own. Its better placed emphasis would be to
concentrate on the demonstration and diffusion of already developed products.
However, this implies a much greater coordination than currently exists between
state departments of education, laboratories, R&D centers, the U.S. Office of
Education, etc., etc.

The greatest. weaknesses of R&D in the U.S. are that no overall planning or co-
ordination exists and a great deal of wasted effort is the probable result. The
greatest strength is that R&D seemingly is gaining favor among legislators and
the general citizenry, particularly as frustration with the present operation of
our schools increases.
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A somewhat different view of coordination appears in the state-
ment of a city superintendent of schools :

The lack of any mechanism to coordinate, channel, or set priorities for edu-
cational R&D will emerge as a major weakness when funds are available.
Present and past efforts in educational R&D do not sufficiently support and
supplement one another. They do not add up to a comprehensive program but
rather make up a fragmented and disjointed effort.

The need for commitment to a process of improvement at all levels
is stressed by a chief state school officer in a delayed reply :

The base of involvement must be increased if the goal is to use the product
and in the end create a climate where continual renewal is possible. Just buying
a product provides no security beyond that act. For involvement in the years
ahead requires a commitment to the process. Every school district should
have front 3-5 per cent of its budget assigned to this function so local boards
see this as one of their rightful functions (also state (lepartments hut at a much
higher level.) We still look at R&D as done by one group apart front the user.
It must become a part of each organization if it is to become effective over the
long range.

One former school and university administrator calls for attention
to the higher aims of education :

Current obsession with achievement testing, particularly as reflected in per-
formance contracting, may be driving us toward definhr, the aims of education
in trivial terms. Can't we involve philosophers who canbegin the reformations
and transformations necessary to attract attention to grander aims for educa-
tion than increasing pupil performance on a reading or arithmetic test?

Several respondents testify to important gains from the application
of R&D to education, but few are as explicit as the director of long-
range planning and development for a large city school system:

Among large urban school systems (Council of the Great City School which
includes 30 per cent of the school population) the traditional role of research
departments is being revised to include such technical support functions as (1)
research and evaluation of programs and projects, (2) long-range and operations
planning of programs and projects, (:;) design and implementation ot comput-
erized eduentignal planning and management information systems, and (4) the
development and application to programs and projects techniques of systems
thinking and cost-effectiveness analysis.

A city school superintendent from a different city makes the follow-
ing plea for greater investment in research and development :

Increased federal assistance to alleviate the worsening crisis in educational
program funding at all levels is inevitable. The quest for maximum effect with
minimum outlay suggests tha:: R&D should rate a high priority in access to
such funds for the explicit purpose of helping to clarify goals and systematically
exploring and evaluating alternative strategies for their attainment. Earmarked
state and local funds would evidence similar commitment at those levels and
would encourage investigation of more circumscribedas distinguished from na-
tionalinterests.

In passing, it may be noted that the late returns bring the responses
to 70 per cent of all addressed, and 83 per cent of all other than local
education authorities. The additional returns reflect much the same
views expressed in earlier returns. The foregoing analysis of the re-
sponses to the inquiry reflects as accurately as possible the views of
respondents without the injection of this wHter's biases. The tabula-
tion of the three checklists tells its own story; and the selection of
comments is a wide one which encompasses every major point made
by more than one respondent, and practically every pomt made
strongly by even one respondent. This writer's generalizations and
inferences are set forth in Part III.
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III. CONCLUSIONS AND INFERENCES

Anyone who threads his way thmugh the opinions expressed in Part
II of this paper will be aware of the diversity of views held by those
who are "on the scene" observers of educational research and develop-
ment operations; but, he will note also a striking convergence on cer-
tain points which are summarized below in outline form:

AREAS OF AGREEMENT

1. In attempting to apply systematic, large-scale research and devel-
opment processes to education, we started at near zero capacity with
respect to

(a) tested models or theorieb for producing planned chan(re in
na enterprise as complex, tradition-bound, and fragmentend as

education;
(b.) knowledge in validated, readily available, form to guide

specifications of objectives and processes;
(c) ability to plan a complex of interrelated activities leading

from recognition of a need through all the steps required to satisfy
the need ;

(d) persons adequately trained and/or experienced in the ap-
plication of systematic problem-solving and solution-testing proc-
esses to education ;

(e) managerial capability for organizing, directing, and co-
ordinating teams of specialists engaged in complex tasks of design
and development ;

(f) proven strategies for involvement of multiple educational
agencies and concerned persons in plaiming, adaptation, and use
of new approaches and facilities; and

(g) consensus on the results achievable and conditions essen-
tial for successful operation.

2. In the last seven years, and more clearly in the last five, significant
progress has been maae in

(a) the development of sets of integrated materials, facilities,
and procedures for achievement of specified educational
objectives;

(b) the ehtboration and effective use of sets of processes and
strategies with demonstrated power for producing planned
changes in education ;

(c) the development, of a small number of persons who have a
good understanding of the requirements for effective application
of research and development to education and a command of in-
terpersonal and other sldlls essential to good management of
R and D operations:

(d) the preparation, largely through first-hand experience, of a
considerable number of persons with the understandings and skills
requisite to specialized aspects of R and D such as program de-
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sign, Product development, systems analysis, evaluation, installa-
tion of imiovative systems or products, and nutintenance of con-
ditions for continuing adjustments and improvements ; and

(e) the concentration of substantial staff and other resources.
for research and development in several organizations which are
already making important contributions to the improvement of'
education.

3. Among additional measures which are required to obtain the full
benefits from the application of research and development processes
to education are---

(a ) better provisions for ini.lonal planning and management ;
.(b ) bareater attention to the building of inter-agency relation-

ships for the installation, evaluation, and continuing improve-
ment of the products of research and development;

(c) commitment on a stable, long-term basis of resources es-
sential to effective functioning of a nUmber of strong organizations
of proven capability and the establishment of additional organiza-
tions as required by unmet needs ;

(d) the stepping up of provisions to increase understanding of
educational research and development with special reference to.

how various educational operations may contribute to and share
in the benefits; and

(e) improved provisions for the training of educational per-
sonnel for the several complementary roles required for produc-
tive research, development, and implementation.

If the premises set forth in the preceding outline are accepted, the-
following conclusions seem justified : First, the comparatively modest
investment in educational research and development in the sixties is
yielding (rood returns. Second, the capabilities deVeloped, and their
potential bfor future contributions to education, are more important
than the products presently ready for use. Third, it is now possible-
to discern additional steps which hold the prospect of making educa-
tional research and development yield large and continuing gams for
the improvement of education for all individuals in our society.

A LOOK BACKWARD

When the research and development operations, established under.
Federal grant in the sixties, began to show signs of developing power,,
I thought ftt last we may be approaching the point when we can incor-
porate into education sets of need-identifying, problem-solving, and.
error-rectifying processes which will enable us not only to choose more
wisely, among alternative strategies, technologies; and facilities for
learning but, even more important, to feed back into the system the
effects of operations so that both incremental and reconstructive
changes may be made. My hopes were based on the belief that the new
institutions for research and development would incorporate elements:
and processes lacking in earlier attempts to reform education, includ-
ing those with whichl was identified.

In the early decades of this century there were many creative think-.
ers and innovators in American education who influenced my thinking
as a teacher and school principal. I tried out many ideas stimulated.
by reports of the Horace Mann-Lincoln School at Columbia, the Uni-
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versity of Chicago Laboratory schools and pioneering school districts.
such as Winnetka, Illinois and Gary, Indiana. I discovered that inno-
vation was enlivening both to me and to others involved as students;
teachers and parents; but I found also that the new solutions to teach-
ing and learning often revealed deficiencies when the gloss of novelty
wore off. I began to look without notable success for means of remedy-
ing tho defects and building on the strengths that seemed to have the
possibility of producing desired effects.

For a long time I have been haunted by linked concepts of life-long
learning and environments perpetually responsive to the emerging
needs for learning of individuals in human societies. Many people have
based hopes for the attainment of these ideals on Itpproaches as dispar-
ate as Rousseau's return to nature and Norbert Wiener's cybernetic or
self-correcting system. Three of my predecessors as chairman of the
Department of Education at the University of Chicago advocated well
defined strategies of educational reform which they expounded with
great vigor : Jolm Dewey pinned his hopes largely on the elaboration
and application of theory tta be worked out and tested in laboratory-
like school situations; Charles Hubbard Judd, true to his rigorous
psychological orientation, believed that education could become a
science growing in understanding and power through experimental
research ; and Ralph W. Tyler emphasized comprehensive approaches
to the evaluation of changes in behavior and a curriculum systemati-
cally designed to achieve desired objectives. I began to look for means
of tying these threads together.

In an article appearing in the Phi Delta. ICappan, February 1970, I
concluded that support for the desirable tendencies observed in the
operations of the stronger centers and laboratories would accelerate the
production of tested systems for the facilitation of learning and for
the revitalization of educational operations. I went on to predict that
under favorable conditions state education departments and thousands
of colleges and school systems might become active partners in R and
D operations by pinpointing poorly met needs, providing ideas for
development, participating in experimental try-outs of prototypes and
partially developed systems, promoting installation and use of prod-
ucts, and feeding baCk data for product refinement. And I concluded
that "these new research and development organizations promise to
supply essential ingredients for contimmus improvement of education;
and that their efforts, in concert with other agenciesold and newca n
help to build mechanisms for need identification, problem solving, and
institutional regeneration into every part of our educational enter-
prise." Subsequent events have strengthened my faith in that conclu-
sion.

In the final sections of the report, I shall attempt to summarize my
conclusions with respect to (1) persisting impediments to effective R
and D operations in education, (2) steps toward incrersed produc-
tivity ancl power, and (3) present and prospective contributions to
educational improvement.

PERMS-n:10 IMPEDIMENTS

Deficiencies in national planning, management, support, and evalu-
ation are a continuing impediment to realmzation of the full potential
of educational R and D. These shortcomings spring largely from the
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failure to phice educational research and development in elm rge of an
adeqllatel funded agency at a level in the govermnent hierarchy com-
parable to the National )3cience Foundation or the National Institute
of I fealth. The Office of Education staff administering the program has
struggled diligently to respond to criticisms (both informed and imin-
formed) of the new organizations mid to suppoit the ituare effective
operations within the limits of available resources; but has had little
power to influence policy. Uncertainties regarding national policy,
frequent changes in personnel in HEW and the Office of Education,
short-range funding, burdensome reporting and review processes
often have proved frustrating to even the most strongly led and capa-
bly staffed centers and laboratories.

Another impediment has been a serious shortage of specialized
peNonnel who know how to apply systems approaches and other
analytical and decision making processes to the development of in-
structional materials, tniining of personnel. and other elements re-
quired for significantly improved performance in education. Many of
tlm curriculum development programs are handicapped also by a
shortage of highly qualified specialists from the beim vioral sciences
and from the disciplines which provide the content and met hodology
of instruction. Creative writers, artists, media specialists, and many
kinds of technicians are likewise in short supply.

The lack of specialized personnel is compoimded by a shortage of
the managerial ability required to build productive task forces or
work teams and to allocate essential developmental tasks among the
several groups. SOIlle centers and laboratories exhibit pronounced
strength in staff development, sta ft utilization, and evaluation of staff
performance; but others have not known how to tap likely sources of
needed personnel or have failed to exercise good judgment in the selec-
tion of those employed. The provisions for on-the-job training mid
development are not yet adequate in many centers and laboratories.
In some cases, management has not been skillful enough to utilize
fully the talents of those employed so that sonic individuals of poten-
tially high productivity are under-employed and others are over-
employed to the point of frenetic activity. Poor sta ff development and
staff utilization tends to appear in organizations with an over supply
of administrators, accustomed to system-maintaining rather than sys-
tem-changing operations, who are able to make little substantive con-
tribution to the tasks they are supervising. Poor staff immagement is
reflected also in the lack of specialized competencies requisite to task
completion. However, it is my impression that even the weaker of the
present educational R and I) organizations are more tightly and coin-
uetently managed than a majority of state and local education agen-,.
cies. and far more so than nearly all colleges and universities.

Other continuing impediments arise simply from the low state of
the science, technology, and arts on which educational research and
development depend. Resulting inadequacies in strategies and tech-
niques of evaluation and diffusion hinder sound development, effect ive
use of products, and continuing improvement 111 response to evaluation
and ot her feedback from users.
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CORRECTIVE MEASURES

To strengthen educational II and D and realize its potential, the
most. importa»t step is establishme»t of a nationalagency able (1) to
spotfight urgent needs for education in our society, (2) to set in
motion appropriate activities for meeting the needs, and (3) to con-
tribute to strategic allocation of the crucial resources. A properly
established and funded national agency with authority to commit
funds for a number of years, and protect the requisite independence
of contractors and grantees, could contribute enormously to well
planned, ably stalled, ane, systematic efforts to solve crucial problems
and increase effective application of knowledge and technology to
education. The general purpose of the National Institute for Educa-
tion %votild be to improve opporhinities for education for all members
of American society through systenmtic research and development.
Among the funct ions to be performed are the following:

1. To provide a continuing asse&sment of needs for education in
American society, and the extent to which these needs are being met
for individuals in differing situations, especially for those whose
opportunities for learning and other acliievenwnts are restricted by
poverty, social prejudice, or other environmental factors.

2. To analyze and evaluate the institutions, enviromnents, and prac-
tices which are operating to facilitate or impede the meeting of the
educational needs identified.

3. To enlighten policy decisions by focusing public opinion, the at-
tention of the President. the Congress. and State and local officers and
legislative bodies, on emerging or unmet needs for education and the
measures appropriate to meeting the needs.

4. To establish priorities. and reorder priorities as clmnging condi-
t tons i.equired.for research and d oevelonent activities. experimental

mprogras. an id ntensive programs directed toward speei lied objectives.
A. To support research and development for the creation of facil-

itative learning environments, both within and outside the formal
agencies of educat i on.

(I.. To promote the revitalization and reconstruction of educational
institutions and the improvement of practices in education through
continuing evaluation and support for the continuing refinement of
pmcedures and products.

7..To evaluate the effectiveness of operations and tIme contribut ions
realized and anticipatedfrom various forms of grants and contracts
and from yarions types and combinations of activities and approaches.

An.institution so conceived and provided with adequate staff and
funding can move quickly to remove or reduce other impediments. Its
best. chance of doing this would be not so much by producing a grand
national design or plan as by providing basic information which would
lead to better decisions by administrators and legislative lodies. both
Federal and state, and create the conditions for effective plannbig and
operation of a plurality of agencies.

It is .desirable that long-range and detailed planning of objectives,
strategies, and organization of the new agency go forward through the
efforts of key staff members after the establishment of the agency,
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although the functions to be served and the resources required for
effective performance should be visualized as clearly as possible in
advance.

It is my view that an appropriation of not less than half a billion
dollars is needed for propitious launching of the Institute, and its
support for the first two years. Substantial increments will be re-
quired in 1973, and larger amounts in each subsequent year, to sup-
port the more promising of the already initiated programs through
the expensive stages of field testing, subsequent.revision, and arrange-
ments for widespread diffusion. Ample provision should be made in
the first year of the Institute for the salaries of the director and other
key stall members, and initiation of activities to discharge the first
two functions described above. A major part of the need assessment,
and evaluative studies may be performed through teams of highly
qualified persons employed on a part-time or full-time basis for a year
or longer while on leave from their own organization. To take fill
advantage of the capability already developed and go forward with
the measures necessary to obtain optimum benefits from educational
research and development will require increases in funding of approxi-
mately 50 per cent each year until the annual expenditure passes the
billion dollar mark. It is important that the new agency have the
resources and the authority to nmke, coimnitments for support of or-
ganizations and projects tor periods of up to five years.

Ono of the respondents quoted on page 34 of this report, com-
menting on the need for the development of systems for delivery or
diffusion of products notes that "the processes of change are far
more complex than the purchase and installation of products" and
concludes that there must be a focus on the processes of diffusion. An-
other respondent. quoted on page 40 expresses the view that without
commitments and active cooperation of chief state school officers, the
application of development processes will remain "limited and laigely
restricted to the pilot districts or situations where the development
activity occurred..' I revert to these comments to reinforce the con-
clusion that better ways are needed to make diffusion a rewarding ac-
tivity for state education officials. To accomplish this, it is important
that state departments of education be involved in the identification
of needs for education in their respective states and in planning the
strategies to meet these needs. As development proceeds, state depart-
ment officers can also play an important role in pilot and field tests so
that, when the product is ready for widespread diffusion, they may
assure themselves that it, actually will contribute to improvements in
the practice of education. The creation of these conditions is the joint
responsibility of the national management of research and develop-
ment. and the several research and development organizations.

A related point, not mentioned by any of the respondents, has come
under my observation. It, concerns the creation of conditions which
will recognize contributions to the refinement, of products and their
uses as well as to the invention and development of a new product.
Presently, a laboratory or center appears much more likety to be
funded -tor origination of a novel set of products or processes than
for modifications that improve theirxerformance. As long as this situ-
ation continues, competition among the organizations funqed by the
Federal government will continue to take the form of seeking to put
their "trademarks" on their own particular hmovations to the neglect
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of efforts to combine already available materials and technologies with
new elements. The remedy lies in the establishment by the National
agency of better bases for decisions regarding funding of continuing
operations and new proposals.

CONTRIBUTIONS TO EDUCATION

While diffusable products per se probably are not the most signifi-
cant outcome of educational research and development, product de-
velopment is an essential activity from which other contributions flow
and gain their power. In the words of one respondent, "converting
educational research into actionable, validated products" is an im-
portant contribution of educational R and D. I shall not attempt to
catalogue the products or even to select those which are most note-
worthy ; but I shall give some indication of the variety of products
now in use, or approaching readiness for use, by citing examples from
several categories.

Individualization of instruction has received the attention of sev-
eral of the organizations with results that give promise of trans-
forming this phrase from a rather empty slogan to an actuality in
increasing numbers of schools. One approach is the system known as
Individually Prescribed Instruction which was designed by the Uni-
versity of Pittsburgh Center for Learning Research and Developnent,
and developed and diffused through the efforts of Research for Better
Schools. This system has gone through a number of revisions as result
of evaluation and other feedback and is now in use in thousands of
schools scattered throughout the United States. A radically different
and less tightly structured approach is that of Individually Guided
Education, now under development by the Wisconsin Research and
Development Center for Cognitive Learning. This approach utilizes
suecially developed materials, but places heavy emphasis on the mild-
.

ance of instructional teams. Both systems appear to be achieving con-
siderable success and are among the more widely known of the several
approaches to individualization now being developed by research and
development organizations.

Improvement of teacher education is the objective of several pro-
grams which have been developed and tested, and are now being used
in steadily enlarging numbers of pre-employment and contmumg
education programs. Among the better known of these are" the Far
West Laboratory's Minicourse or Alternative Instructional Models for
Improvement of Classroom Behavior. Based on earlier development of
Microteaching by the Stanford Center for Research and Development
in Teaching, the 3Iinicourses are complete self-instructional packages
which individuals employ to increase teaching skills. They are now
being distributed commercially ; and several thousand teachers in more
than one hundred fifty districts are now using skills developed with the
aid of the first Minicourse on "Effective Questioning." A dozen other
Minicourses are at various stages of development.

A quite different approadi is represented hv the Personalized
Teacher Education Program of the Research and bevelopment Center
for Teacher Education at the University of 7'exas. The latter approach,
which is now attracting considerable attention, involves the personali-
zation as well as the individualization of teacher education. It provides
an assessment of personal and professional concerns and uses counsel-
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jr as a means of helping the teacher or student teacher adapt his own
behaviors to the needs of learners. An anticipated outcome for which
there is already some evidence is the humanization or personalization
of education for individuals of all ages. A third approach is that of the
Northwest Regional Education Laboratory which has a prognun for
Improving Teacher Competencies of thousands of teachers in the five
states of the region, through involvement, of more than thirty colleges,
state departments of education, and professional associations. Still
other approaches to teacher education are illustrated by the Inner-
City Teacher Education Program of the Mid-Continent Regional Edu-
cational Laboratory and by the sta if developnwat components which
are a part of all systems being developed by the Southwest Educational
Thwelopment Laboratory and of most other laboratories. The centers
and laboratories have also contributed heavily to the models of teacher
education now being tried out under Office of Education funding.

Early childhood education is another activity in which Inborn-
tones and centers are heavily involved. The Southwest Regional
Laboratory at Los Angeles has spent five years developing, testing,
validating, and readying for commercial production a Kindergarten
Instructional Concepts and Beginning Reading Prograni. This pro-
gram has closely integrated compments which include, in addition
to the instructiomil system, an instructional support system, featur-
ing individualized practice through tutoring and parent assistance
thmugh instructional exercises and learning games. Tt also provides
training in.ognuns for eadi of the instructional and support systems.
Bids for commereial produetion are now being reeeived on this
program.

'1 he Southwest Educational Development Laboratory at Austin
has developed an Early Childhood Education Prognim specifically to
66 meet, the needs of urban and rural blaek and Alexican-American
pre-school children, ages two to iive. This laboratory makes an effort
to include in the program all elements necessary .to its suceess. such
as teacher development and parent-coMmunity involvement. A se-
quential three, year instmtional program for Mexican-American
children has been developed to cover visual, auditory. motor, English
language. and reasoning and problem-solving skills, Contnwts are
now being negotiated for extensive field testing of this program.

Other important contributions to Early Childhood Education are
being made by the National Program on Early Childhood Educa-
tion, coordinated by the Central Midwestern Regional Edueational
Laboratory, and by the Appaladlia Educational Laboratory. There
are numerous other pmgrams for pre-school and early elenwntary
years which include emphasis on -reading and language development
and in many cases special provisions for the needs of the membeis
of groups disadvantaged by poverty. low soda] status, or language
problems. There are also pmgrams for the facilitation of learning
in mathematies, seience, social eduention. and aestheties.

/nipmpement, of educational organization and admin;stration is
a major foens of two eenters and one laboratory. One of the better
known produets in this area is the Multi-unit School designed and
developed by the Wisconsin Center to facilitate effective team teach-
ing and eoordination of teams. through eareful delineation of roles
and the training of principals and team leaders. Several lnmdred
schools in Wisconsin and elsewhere have now adopted this form of
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organization. The Center for the Advanced Study of Educatiothil
Administration is contrilmting to the improvement of organization
and adininistration through its Strategies of Organizational Change
and other processes for adapting organization and administration to
instructional needs. The Regional Educational Laboratory for the
Carolinas and Virgina is developing Administrative and Organiza-
tional Systems and Educational Improvement Spit:ems for colleges
and universities. The ways in which the materials and provisions for
training of personnel have been wothed out add important dimen-
sions to the older approaches to institutional study and improvement.

Some of the programs which have been described are already in
extensive use and have proved themselves in a variety of situations;
and others are just completing tiekl testing and will s'hortly be ready
for widespread adoption; and still others are undergoing extensive
revision as a prelude to field testing. All are being worked out with
great care to meet specified objectives under closely defined condi-
tions. There are other programs of great diversity equally worthy
of mention, such as the Center for Urban Education's Citizen Par-
ticipation Prognms, the Southwestern Cooperative Educational
Laboratory's Communications Arts Package, and the Social Ac-
counts Program of the Johns Hopkins University Center for Social
Organization of Schools. These and several others hold exciting
possibilities, but I do not have at hand evidence on their performance.

in the long run, Hie refinement of research, development, awl im-
plementatimi strategies is likely to assume greater importance than
the prodeicts noir coining front research mul development organiza-
tions. lite case was strongly put by one of the center directms in the
quotation at top of page 20 of this report, and it may be noted that
this director believes that these development, diffusion, and research
strategies "are now becoming part of the accepted tools for educa-
tional improvement throughout the educational community," Al-
though this statement may appear over-optimistic, it is reinforced
by the director of planning and development for a large city school
system in his continents quoted on page 48 regarding the effects on
urban school systems. It is also reinforced by the professor quoted
on page 43 who asserts that "research, experimentation, evaluation,
and to a slight degree field testing are much better understood within
the educational profession than was true 10-15 years ago-.

Another codtribution Hurt may assume great importance in the
future 18 a modest beginning toward building of linkages which per-
mit ewh. type of educational agc»cy to perform the functions for
which it 18 best adapted, in collaboration with other agencies which
perform, complementary functions. An illustration is the close rela-
tionship between Wisconsin State Department of Public Instruction
and the University of Wisconsin Center in the development. installa-
tion, and monitoring of the multi-unit schools. The State Department
has made important contributions at all stages of development and
has ztssumed primary responsibility for diffusion. Under its spon-
sorship several hundred Wisconsin schools have adopted the multi-
unit organization after careful planning and stair training. Another
example is the close cooperation between the Texas Education Agency
and the Southwest Educational Development Laboratory in design-
ing and developing improved programs for migrant education: and
a third example is the Northwest Regional Laboratory's extensive
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involvement of state departments of education, colleges, universities,
and professional organizations in its programs of teacher education.

Numerous examples may be found of close collaboration between
laboratories and centers, several of which have been cited previously.
While these examples are encouraging, they also illustrate how far
wo have to go in building a national system of mutually reinforcing
agencies which will include not only the publicly governed agencies
but also commercial publishers nal educational suppliers of many
kinds. These links, too, are now being forged.

Another type of contribution to the development of delivery sys-
tems is represented by the Far West Laboratory's ALERT system
(Alternatives for Learning through Educational 'Research and Tech-
nology). The first product of this system is an Elementary Science
Information Unit which describes six new, relatively well ileveloped
programs suitable for science instruction in elementary schools. This
unit has already been tried out by five hundred users and is now ready
for commercial distribution. The intent of the ALERT system is to
help educational planners, administrators, teachers, and other decision
makers to understand and choose among the new processes and prod-
ucts available to schools. This is a direct answer to the plea of the
respondent who bemoaned the "lack of an effective system for trans-
lating R&D outcomes into practice" and described the need for a "sys-
tem for bringing R&D outcomes (as appropriately packaged and de-
veloped) into the principal's office, or into the. classrooms of teacher
training institutions."

I think that it may be said that the research and development orga-
nizations have already demonstrated that important improvements in
education can be brought about through the application of research
and development strategies and processes. The success of the first line
of products is sufficient to assure widespread adoptions: and the pro-
vision for evaluation, while not yet good enough, are sufficient to gen-
erate successive improvements in the products. I anticIpate also that
evaluation, application of performance criteria, and co: t-effeetiveness
analysis will lead to successive products and systems which eliminate
wealmesses in the present products and incorporate new features which
make poPsible higher levels of performance and/or lower costs. New
needs will also be, identified which will lead to new types of products
supplementing those already under development. Whereas most of the
products now in use are designed to operate within the constraints
imposed by present educational institutions and eonventions, I antici-
pate that in the design and development of future products bohler
attempts will be made to break through the eonstraints and create a
new order of educational institutions. As understanding of recearch
and development operations grows, more and more schools and colleges
will become experimental centers and join a continuing search for
better ways of identifying and meeting needs for education.

These and related developments which can be foreseen if the indi-
cated corrective measures are taken should produce over Om next ten
years, and progressively thereafter, a series of aceelerating, cumula-
tive, and reconstrucfive changres to raise the level of educational
achievement for all members of the society. The changes will include
increased attention to out-of-school environments and experiences. a
reexamination of present educational structures and the creation of a
variety of settings for individualized instruction, social process learn-
ing, and other imaginative alternatives to traditional practices.
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APPENDIX

APPENDIX A.----INQUIRY Font AND COVERING LETTER

SOUTHWEST EDUCATIONAL DEVELOPMENT LABORATORY,
Austin, Tex.

DEAR : At the request of Congressman John Brademas, I have agreed
to prepare a paper as background material for the Select Subcommittee on Edu-
cation's Study of the National Institute of Education. The working title sug-
gested by Congressman Brademas is Educational Research and Development in
tho Sixties: A. Mixed Report Card.

I seek your help in making the paper reflect the experiences of those who
have been actively engaged in trying to make educational R&D as productive as
possible. Even though I know how heavy the demands on your time are, I hope
you will take the time to give your first-hand reactions to the attached check
list and to add any comments that occur to you.

The information you supply will be used in preparing the paper for the Select
Subcommittee on Education, of which I shall be glad to send you a copy as soon
as it is ready. Subsequently, I hope to incorporate the substance of your ideas
in a more complete reexamination of educational R&D.

Sincerely yours,

Enclosures.

TO: Francis S. Chase,
Southwest Educational Development Laboratory,
SOO Brazos Street
Austin, Texas 78701

FROM :
DATE :

FRANCIS S. CHASE.

EDUCATIONAL RESEARCH AND DEVELOPMENT ORGANIZATIONS

ExplanailOff.Please-
1. check all items you consider important
2. add other items of equal or greater importance
S. double cheek the two or three you consider crucial
4. add your comments.

1. What do you regard as the chief achievements of educational R&D?
the speeding up of educational innovation.
the improvement of evaluative techniques.
the development of improved instructional systems.

contributions to improved processes of pMnning and problem-
solving.

the use of systems approaches and feedback loops.
mproved processes for institutional self-study and rcgeneration.
ncreased collaboration among educational agencies.

Comments :
Please return by March 8, 1071.

(37)
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To : Chase
From

Explasut tion,Please-
1. check all items you consider important
2. add other items of equal or greater importance
3. double check the two 'or three you consider crucial
4. add your comments.

2. What have been the chief obstacles to effective operations?
meager knowledge of factors affecting learning.

_inadequacy of methodWogy in educational research.
resistance to change by educational personnel.
inadequate funding.

_lack of experience in the management of R&D operations.
_shortage of personnel specialized in R&D operations.

unrealistic expectations of immediate results.
Jealousy among educational institutions.

Comments:
Please return by March 8, 1971.

To : Chase
From :

Explana tion.Plettse-
1. check ali items you consider important
2. add other items of equal or greater importance
3. doubk check the two or three you consider crucial
4. add your comments.

3. What steps are most vital to the increased effectiveness of educational re-
search and development?

__better arrangements for national management of R&D.
In4ter provisions for the evaluation of R&D performance.

_closer control by Federal authorities on R&D operations.
It significant increase in Federal support.
better provisions for training R&D personnel.

_greater autonomy for the several R&D organizations .
better understanding of the nature of educational R&D by

Comments:
Please return by March 8, 1971.

To : Chase
From :

4. What are the most valuable lessons to be learned from our experience up to
this lime with resmrch and development in education?

5. What is your general assessment of the major strengths and weaknesses of
educational research and development at the present time?

Please return by March 8, 1971.

APPENDIX 13.-LIST OF PERSONS RESPONDING TO INQUIRY ON R. & D.

Abbott, Max; Director, University of Oregon, Center for the Advanced Study of
Educational Administration. Eugene. Oregon.

Bailey, Stephen ; Chairman, Policy Institute, Syracuse Research Corporation,
Syracuse. New York.

Baker, James F.; Assistant State Commissioner, Department of R. & D., Boston,
Massachusetts.

Barnes, :Jarvis; Assistant Superintendent, Atlanta, Georgia.
Barton, Rogers; Director of Manning and R. & D.. Dallas. Texas.
Becker, James; Director. Research for Better Schools, Incorporated, Philadelphia,

Pennsylvania.
Bertram. Charles L. : Appalachia Educational Laboratory, Incorporated, Charles-

ton. West Virginia.
Bidwell. Charles: Department of Educational Sociology, The University of Chi-

cago. Chicago, Illinois.
Bhinchard, Robert : Superintendent of Schools, Portland, Oregon.
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Bloom, Benjamin ; Department of Education, The University of Chicago, Chicago,
Illinois.

Borg, Walter ; Far West Laboratory for Educational Research and Development,
Berkeley, California.

Brain, George B.; Dean, College of Education, The University of Washington,
Seattle, Washington.

Brewer, Anita ; Southwest Educational Development Laboratory, Austin, Texas.
Brown, George W. ; Superintendent of Schools,. Webster Groves, Missouri.
Brownell, Samuel M.; Yale University and the University of Connectieut.
Bush, Robert ; Director, Stanford University Center for R. & D. in Teaching,

Palo Alto, California.
Carmichael, Benjamin ; Director. Appalachia Educational Laboratory, Incorpo-

rated, Charleston, West Virginia.
Carroll, John 13.; Psychologkt, Educational Testing Service, Princeton, New

Jersey.
Carter, Lannor F.; Vke President, Systems Development Corporation, Santa

Monica, California.
Conner, II. T. Assistant. State Superintendent, North Carolina State Depart-

ment of Public Instruction, Raleigh, North Carolina.
Crowther, Jack ; Superintendent of Scheols, Los Angeles, California.
Cunningham, Luvern ; Dean, College of Education, The Ohio State University,

Columbus, Ohio.
Dayton, Mona ; Social Sciences Division, Southampton College, Southampton,

New York.
Dentler, Robert ; Director, Center for Urban Education, New York, New York.
Edgar, J. W.; State Commissioner of Education, Texas Edncation Agency,

Austin, Texas.
Essex, Martin ; State Superintendent of Public Instruction, Department of

Education, Columbus, Ohio.
INder, Del ; Department of Curricultnn and Instruction, The University of

Houston, Houston, Texas.
Fish, Lawrence; Director, Northwest Regional Educational Laboratory, Port-

land, Oregon.
Gage, N. L.; Director, Stanford University Center for R&D in Teaching, Palo

Alto, California.
Getzels, J. W.; Department of Education, The University of Chicago, Chicago,

Giandrone, Angelo ; Superintendent of Schools, Tacoma, Washington.
Ilannen, Lew W. ; Superintendent of Schools, Durham, North Carolina.
Ha nsford, Byron W.; State Commissioner of Education, Denver, Colorado.
Heathers, Glenn; University of Pittsburgh Learning Research and Develop-

ment Center, Pittsburgh, Pennsylvania.
Hemphill, John Director, Far West Laboratory for Educational Research and

Development/Berkeley, California.
Higginson, George; Southwest Educational Development Laboratory, Austin,

Texas.
Illlgard, Enwst R. ; Department of Psychology, Stanford University, Palo Alto,

Ca lifornia.
Paul ; Far West Laboratory for Educational Research and Development,

Berkeley, California.
Hopkins. Everett H. Director, Regional Educational Laboratory for the Caro-

linas and Virginia, Durham, North Carolina.
Howe, Harold II ; Vice President, The Ford Foundation. New York, New York.
Hubert. Frank : Dean, College of Education, Texas A&M University, College.

Station, Texas.
jams, H. Thomas: President, Spencer Foundation, Chicago, Illinois.
Klansmeier, Herbert: Director, Wisconsin Research and Development Center

for Cognitive Learning, Madison. Wisconsin.
Kontnik, Paul G.; Mid-Continent Regional Educational Laboratory, Kansas City,

51issouri.
Lamberth, E. L.: Superintendent of Sehools, Norfolk, Virginia.
McCarty, Donald ; Dean. Sehool of Education, The University of Wisconsin,

Madison, Wisconsin.
3kdsker, Leland I,. : Director, The University of California Center for R&D in

!Uglier Education, Berkeley, California.
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Mink, Oscar ; Regional Educational Laboratory for the Carolinas and Virginia,
Durham, North Carolina.

Mitchell, James ; Associate State Superintendent, Iowa State School Agency, Des
Moines, Iowa.

Moeller, G. H. ; Division of Evaluation and Research, St. Louis, Missouri.
Nedler, Shari ; Southwest Educational Development Laboratory, Austin, Texas.
:New, Franklin ; Institute for Commmiity Studies, Kansas City, Missouri.
:Nixon, L. C., Jr. ; Director, Mid-Continent Regional Educational Laboratory,

Kansas City, Missouri.
Olivero, James ; Director, Southwestern Cooperative Educational Laboratory,

Albuquerque, New Mexico.
'Otto, Wayne ; Wisconsin R&D Center for Cognitive Learning, Madison, Wisconsin.
Ovsiew, Leon ; School of Education, Temple University, Philadelphia, Pennsyl-

vania.
Pedersen, George ; Associate Director, Midwest, Administration Center, The

University of Chicago, Chicago, Illinois.
Pellegrin, Lionel ; Director, Division of Continuing Education, Louisiana State

University, Baton Rouge, Louisiana.
Phillips, A. Craig ; State Superintendent of Schools, State Department of Educa-

tion, Raleigh, North Carolina.
Plucker, Orvin L. ; Superintendent of Schools, State Department of Education,

Kansas City, Kansas.
Prasch, John ; Superintendent of Schools, Lincoln, Nebraska.
Quilling, Mary ; Wisconsin R&D Center for Cognitive Learning, Madison,

Wisconsin.
Randall, Robert; SouthWest Educational Development Laboratory, Austin,

Texas.
Rath. Robert L. ; Northwest Regional Educational Laboratory, Portland, Oregon.
Romberg, Thomas A. ; Far West Laboratory for Educational Research and De-

velopment, Berkeley, California.
Rosenan, 'Fred S. ; Par West Laboratory for Educational Research and De-

velopment, Berkeley, California.
Sallett, Stanley ; Assistant State Commissioner of Education, Trenton, New

Jersey.
Santee, Harold T. ; Superintendent of Schools, Palo Alto, California.
Scanlon, Richard ; Research for Better Schools, Incorporated, Philadelphia,

Pennsylvania.
Schooling, Herbert W. ; Provost and Dean.of Faculties, University of Missouri at

Columbia, Columbia, Missouri.
Shedd, Mark ; Superintendent of Schools, Philadelphia, Pennsylvania.
Simon, Kenneth ; Northwest Regional Educational Laboratory, Portland, Oregon.
Smith, Verna ; Central Midwestern Regional Educational Laboratory, Incorpor-

ated, St. Ann, Missouri.
Snyder, Walter F. ; Superintendent of Schools, Kanawha County School District,

Charleston, West Virginia.
Stulliebealn, Daniel L. ; Director, Evaluation Center, The Ohio State University,

Columbus, Ohio.
Talbot, Walter D. ; State Superintendent of Public Instruction, Utah State Edu-

cation Agency, Salt Lake City, Utah.
Underwood, Ben ; Department of Psychology, Northwestern University, Evans-

ton, Illinois.
Vandermeer, Abram W. ; Dean, College of Education, Penn State University,

University Park, Pennsylvania.
Wallace, R. C. ; Director, Eastern Regional Institute for Education, Syracuse,

New York.
Whittier, C. Taylor ; State Commissioner of Education, Kansas State Education

Agency, Topeka, Kansas.
Wilkerson, Woodrow W. ; State Superintendent of Schools, Virginia State Educa-

tion Agency, Richmond, Virginia.
Wilson, David ; University of Texas R&D Center For Teacher Education, Austin,

Texas.
Yeager, Jolul ; The University of Pittsburgh, Learning Research and Develop-

ment Center, Pittsburgh, Pennsylvania.
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CLASSROOM TEACHERS AND EDUCATIONAL SCHOLARS:
THE PROBLEM OF GETTING THEM TOGETHER*

By ALBERT 11. YES

t-simsiri- or Wiscoxsis, MADISON

Pmfmional fields requiring academic level study and certification
to pnrsue have at least two main types of workers. There are practi-
tioners carrying out what is known and acceptable for public use and
there are theorists and researchers who work primarily to advance
knowledge and innovation. Both typei of workers normally share a
commoa foundation of pmfassional preparation. knowledge. and
methodology, With a theoretkal-technical jargon nnfamiliar to the
layman, feedback is a.sumed to flow between shop and lab. It is
also assumed that the purposes and orientation of both levels Mate
fairly well or at least do not conflict. Thus, there are practicing weath-
enwn. physicians. attorneys, flight engineers and pilots, computer
programers. etc. who relatc- prnfessionally to meteromlogists. medical
researchers, legal specialists aeronautical designers, and electronic
engineers. respectively, who work mainly in nmversities.

Over-simplified as the above description may seem, it helps char-
acterize one great problem in America's educational system. that is,
thc lack of relationship between the professional oriertations of cla-
maul teachers and educational scholars and their incompatibility.
This essay will attempt to show what the problem is. views of why it
exists. and how it might be eliminated.

A PERSISTENT AMERICAN Firouvint

The disparity between classroom teachers and educational scholars
lia.2 existed since the earliest development of education in America.
Long before the writing of the Constitution, two distinct and inde-
pemlent educational systems had developed in colonial America
one oriented to classical scholarship, social status, and leadership
and another directed to elementary education for the common peopie.

The edocational contrast appears in period writings, such as by
Ralph Waldo Emerson. His bold essay of 1837, "The American
Scholar," aserted the validity of and need for Americans as
scholars. "Man thinking.- "free and brave," extending from but inde-
tendent of European intellectual traditions. Emerson's description of
tLe scholar's education "by nature. by books, and by action" and his
worthy duties seems to the modern reader as very high-minded and
abstract. For Emers.on, scholamhip expraceed the greatness that hu-
man reason and action can and should accomplish.

iThen Emersun discmsed the theme of "education." however,, he
did not mention scholarship but focused instead upon the up-lifting
of all men, to make them "able, earnest, great-hearted men." Discuss-
IA ebartre In Alien, D. (Ed.) Costrorrrea in edweation. Phfladelpnia: W. B. Saunders,

th press!
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ing the work of tend:yrs at. length. Emerson described teaching not
in terms of what knowledge slumld be taught. but how it should be
cm:ducted. Emphasizing Ow virtnes of humor. mulersianding. char-
acter-building. and aceeptanee of individual differences, Emerson
implied that primary teaching was a trite feminine pursuit. Ile sng-
gested that teachers "cherish mot her-wit- and try to "smuggle in a

eont rahand wit, fancy, imagination. thought. Ile was owe: ned
that trachos not be SO ilahriihir WW1 classroom ndes and order dint
they maintain a "military- setting characteristic of masculine leader-
ship. Thus. there is the clear implication that teaching youngsters
is feminine and soeio-emotional and scholarship is masenline and
intellectual.

Ever since the his-to:lc "Old Deluder Satan Aet of Ian' beginning
America's. system of public educat ion. commnuit ies have hail problems
finding wining and qualified teachers for their youth. Richard Ilof-
stadter 1966, p. 31n) wrote that enrly American conommit ies "settled
ror what (teachers) they couhl get and what they got was a high pro-
portion of misfits and incompetents.- Washington Irving's Icahabod
Crane probably wiathl have heen one of the better teachers of Ids day
if he realk existed. Against the risks of male "rascals- serving as
teacher,. Ilastadter saw that "what helped American eduration to
break out of the vicious circle was . . . the graded primary school
and the emergence of the woman teneher.-

Development of the tax-supportNI Common School that Barnanl,
Mann., Stowe, and others sncemsfully fought for before tbe l9th Cen-
tury was half over expanded Amerien's public education ermsiderahly
but magnified the str.fling iir,:hkm. The solution be, ante the s,hool-
maim. an unwed lady usually poorly edurated herself who "kepr
school nnt il she finally married. The teacher in America became a fioure
of respect more for her role than her profe%donal competence and
scholarship. Almost every woman seemed to believe she conld dons
or better if she could only endure the schnolmrtrm's limited compensa-
tion. r(mtines. and soeial scrutiny and restrictions. To a large extent,
the image of the teacher as a quasi-pmfessional persists to the present
dav.

Pmfesional training for teachers and licensing developed slowly
and was conducted in normal schools withont assoeiation with sc.holars
and the aclukmic world. Adolphe K Meyer. a historian specializing in
American edneat ion describM normal sci000ls of the 1Sfi41's as follows:
"The plain truth is that among academicians the normal school was
considered worthy only of d....rision- (1957. p. 20(). Teacher education
was perfunctory preparation for teachino% providinc, hy necessity basic
lea rninctS as well as simple pedagogic skills. :Ind it is not surf veisine t bat
early teacher training appeared to have little positive influr.nce over
classroom conditions.

Near the end of the 19th Century. Joseph Mayer Rice. a pediatri-
eian turned educational crusader wrote the following: "Indeed the
professional IITATTeFs of the .1.711fnieali fe";1(111'1" is the grratest snre
s!,": the AMPTicall 14), Extraordinerilv

i() can.0 ianv int:dlectnals of his day to o:-ercoire the
ri,ri,I ;711,1 irr.ticue1 (-or dit ions of :::.!1(to!s, hc'avr of hi.: medi-

to t'utlx- Oe reT7* --(-irtre of odIv nt ion- in Europe for
P.:,thrning to thr United States. he r,tudied classrooms in
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mujo cities for six months. hitting his findings in a series of puli-
fishet; essays. lee Saw min+ to criticize an(l litt h. to praise: but the
low professional quality of tearlwrs !ipso him mosi of all. Without
ailequate tenehing training and sdeetion and the Ilse of "smentifie
methods- iii ehools. Nice saw. that "the office of teacher in the aver-
age American sehool is erhaps the only one in the world that can
1/1' roniaed inglefiuitely m spite of the grossest iwgligeng.e and in-
rum peteney- I I 49. p.

Similar to Emerson. ince was Immost romwerned with ho,r tearhers
taught and handled elii!dren insteml of what subject niatter knowl-
edge they Inovided.

William» James' classic wad; of IS99. Talk* h, Tow/to
illnArates the (flaming Orientations and emphases of scholars

who plume edneutional eonverns to those of teachers who deal with
classrman mitt ines. I IT his prefaee. James exi gained that after ac-
cepting tlw invitation of thy Itrit"Vard Corporation to speak to vari-
ous groins of teachers on psychology. he found he had to modify his

I have foantl by experienw that what my henrers seem least to rellsh
nnalytical technicality. and what they most care for is conerete pnwtical ap-
plication. So I hare cm-ado-illy weeded ont the former. and left the latter un-
minced: and. now that I haw at last written ont the leetures. they centain
minimum nf what is deemed "scientific.- in psychology. and are practkal and
piyular in the extreme (p. v).

With eout rast ng types of s' Oen: s to i riict. object ivr!=. cot ;min ity
mpport, training. and t radit'ons. it is no wonder that the orientations

7,1d inum...sts s-!molor, and elns,roont frachers differed.
Early seholars who enntrihnted to time development of professional
education Came from diverse fields of study and immmilit rich back-
grminds of knowledge and intelleet that they might have shared. It
is interesting to note that they did not regard tenehers as intellectual
eolleaLmes and did not seek to itripoqc their orientation and seholar-
ship upon them. The scholars seemed sat i=fied in trying to Lget teachers
to "relax.- and foster nurturanee, understs nding?. and warmth in their
teaching?. etr. The scholars' simple level of diseourse to telehers is
sliggystive of time quasi-pmfessional teachers and sorry classromn
leaehing they fomul in schools.

Reeent stndies of classroom teachers jndirate that there has been
eimant.re in the contrast between the professional orientation of

classroom teachers a mid scholars. Present-glay teachers have hem fonnd
to express little eorwern for educational change and hmtellectual mas-
ters. Their nmin concerns seem directed more to time bere-aud-now and
concrete nrohlems of elossrioni dynamics. P. W. Jackson (19(.;S) char-
acterized the orientation of tenehers in part by saynmr they had a
"temulerminded world view.- which "idealized children and was tint-red
with a gnasi-mystiral faith in human perfectability." Studyin g.? the
hmamage of tenehers. Jackson wrote : "Lnekingr technieni vocabulary_
skimming time intellectual snrface of the problems they encounter.
fenced in. a it were. l'9N- the walls of their concrete experience. these
teachers hargily look like the type of people who shonigi hue al!owed
to supervise the intellectual development of yonne children- (p.

Jac::on said t !tat tencheN di aer great y from researchers and others
aro orientm: to rationality. intellectual models. and edncational

c.:; 715 72 4
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change. But with the impersonal. formal. and institutionized nature
of schools and the complex nature of classrooms. Jackson asserted:
-Our preAmt cadre of elementary school teachers, with all of their
intellectual fuzzineas and sticky sentimentality, may be doing a job
better than wonkl an army of hmnan engineers- (p. rd). Jackson's
description of teachers and their classroom tasks., therefore, lead hnn
to :ni understamfing of their difficult roles mid pressures rather than
simple condenmation of their shortcomings. As schools are organized
and maintained today, the quality of teaching is severely limited and
rational models of teaching -nay he inappropriate. Thus, scholars and
teachers differ because their roles, functions, and expectations are
contradictoq.

The continuing contrast between scholars and classroom teachers
is fin-they shown in studies of teachers perceptions of children's be-
havior. In 192S. E. K. Wickman published his classic report which
found that teachers aml mental health specialists (lisagreed consider-
ably in their views of children's normal and abnormal behavior. Repli-
cating the general purpose of Wicknmn's work, Tolor. Scarpetti and
Lane (I)flT) found that psychologists were more accepting and tol-
erant toward a greater variety of child behavior than teachers and
cop-zidered a wider range of behavior as normal.

Beginning teachers were found to be less tolerant, than experienced
teachers. and their di ITerences were greater than between the psycholo-
gists and experieneed teachers. Thus, teachers apiwar to develop more
modern and professional perceptions of child behavior through class-
room experience hut remain distinet from the psychologists. In the
sense of miderstanding the nataral behavior of children, the findings
for inexperienced teachers indicate that they are inadequately pre-
pared to assmne full classroom responsibilities. Since American
teachers teach an average of less than two years, the study by Tolor
et al. is one more indication that teacher preparation and general pro-
fessionalism in teaching must be improved.

The specialties of theorists and researchers in professional educa-
tion vary considerably and represent all areas having some edueational
relevance. All of which seems indicative of the wide importance of
edocational shidies Ind their geeat growth. especially in the last two
decades. Many more scholars in fields of study other than education
contribute to educational scholarship today. especially in the develop-
ment, of new curricula and textbooks. With Sputnik-s impetus to the
improvement of science and mathematics learning through public
coneern and federal funds, academic scholars influenced classroom
teaching within a few years with their development of the New
Curricula. With similar authoritative help from scholars in physics,
economics. biology. and other fields, new curricula and materials bare
also been developed in those areas. Interestingly, the New Curricula
does not imply nmeh change in teacher quality. One way to view them
is that they make it more difficult for ordinary teachers to make
errors and waste teaching time, i.e.. they tell the teacher exactly what
and how to teach. flowerer, whether the New Curricula provide gains
in learner achievement significantly greater than older rcources re-
mains an open question and evaluation to date is contradictory.

The signifieant federal support of educational scholarship, which
emerged in 1854 when Congress passed the Cooperative Research Act,

49



45

is largely responsible. for the recent advanees in the production and
quality of scholarship. In Ms, the federal govermnent provided $2 3
billion dollars for research and development in education, which is
tiny compared to more then $TS billion spent for defense in 1969 and
the $6 billion the Space Program emisnmed in 1906 alone, but great
indeed compared to past federal support.

Comparing the progress of edneational studies and implementation
before 1954 and today, we can only say that the difference is revolu-
tionary. Besides having greater financial support, researchers benefit
too from great technical advances in processing and analyzing data.
Educational scholarship is rapidly matming, and the research com-
petence of those earning doctorates in education is more seriously
developed than before. There See 111 s to be no doubt that the progress of
educational scholarship will continue. However, there remains more
promise than fulfillment yet that the table of such intellectual work
will influence education tremendously. At the present time, the quality
and quantity of research publicati.ms present a greaterbasis for pro-
gressive change. However. its impact upon schools and classroom
teaching may not be perceived. All of such research progress has
created 7reater distance between educational scholars and classroom
teachers. The practitioners remain basically the same in relative pro-
fessional status and growth, despite the steady but slow improvement
of teacher preparation and teaching conditions. Unfortunately. re-
search and development in teacher education hat been the most lethar-
gic in educational scholarship.

As educational scholarship proliferates, many facets of .modern
schools do show significant improvement, from hinchmom facilities to
educational laws and textbooks. Relative to such change, however, it
cannot lie said that there has been a corresponding change in teacher
quality. School organizations have not been improved to the point
where teacher quality will not be wasted. The schoolmarm character-
istics of the paste poorly prepared "keepers of school" lacking lasting
commitment to the teaching profess;ons. and the one-tenzher-one-room
concept of school organization. should filially become as archaic as the
horse arid bog,T. yet many of such characteristics continue. What good
are all of the advances 'a schools if we do not siguitirantly raise the
pmfessimial caliber of teachers ?

Teacher education was slowly developing as the Twentieth Century
began. By 1920, there were 50 teachers colle,ges and 200 in 1940. Today,
four years of Study leading to a bachelor's degree is normally the min-
imum requirement for teachers, and it is becoming more and more dif-
ficult to find a college or normal school strictly for teacher prsparation.
Yet America's 1.250 teacher education centers largely ignore their key
social responsibility of supplying schools with well-trained teachers.
Still oriented to quantity of output instead of quality, teacher educa-
tion suffers firm inadequate research and development and inept,
COntradictory programs.

The characteristics of teacher educators are changing much more
rapidly than the students entering teaching. Successful classroom ex-
perienee alone qualified many teacher educators in the past. but more
teacher educators today have earned doctorates. The most pr,stigious
schools of education are producers of educational scholarship and
their professors resemble scholars in other fields far more than they do
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classroom teachers. The reverse was true not too long ago and remains
so in sh!aller colleges. Ironically, many of the younger educational
scholars do not hove much or any experience as classroom teachers in
whools and some carry cnestionable pride in that fact. The stereotype
"Mickey Mouse" professor of education is far less valid today than
that of the "Mickey Mouse" t4va1ent. butt such a change does not seem
to advancing educatimml progress in the sehools. The most ap-
parent effect of the difference in teacher education is that it has created
a greater gulf between practitioner an(1 scholar.

Teaeher candidates. especiolly tho,e pnwrimr for elementary class-
ro:)ms. still rank lower academiraqv th:m inost rolle,ze stndents and
survey:4 of national :Amples do not indicate much improvement over
time. Takio!, uEd." courses is 'till perceived hy many as a sign of in-
telkyt :11141 ,whnlostic wea!mess. Pursuing te:oclier preparation is
:he:tilled hy love or rhoren. whioh shonbi lip lq!siv and assumNl. and
limited alternative,: iii career choices linnv often than for intellectual
lut riit ive. mot ivat
Workinf. iii contrastinr social systems also creates ,listaoce het treell

educational svholars and teachers Seriously concerned with the prog-
res of school psychololy. B. I. McCandless (19691 identified tbe
profession's major problem as being the role conflicts that frustrate
many school psycholozists. On one hand. as social scientists. school
psychoherists have been t milled in a "ma,;-nline- discipline and asso-
ciate themselves with ,-eicptifIc sorielies On the other hand. hou-ever.
practicing schoo! psycln:!TriA:-: fun.lion in sehools whicU are "femi-
nine- in social orientation and do not otter them opporteoity to con-
duct. resent-di and development. The problem tends to divide academic
and pract kiwi; school psyehologists: the former is viewed as eonren-
trating on "the growine- edfre of innovative demonstration. service,
manipnlation. and research:* while the practitimers are perceived 115

Hinieirns and tire repair men. diagnosers aml healers** (p. 15).
McCandless discussion carries importance for the broader iscue of

this paper. His definition of social systems as masculim or feminine as
follows is especially noteworthy :

A masenline social organization is task oriented. pragmatie. ruggedly auto-
nomous and independent. often impatient of human relations. full of initiative
and innovAion and. despite and often in contradiction to its pragmatism. some-
timcs ine'ined to 4.top impatienry to ask. "Where are we going and whit does it
mean:" A feminine social organization. however. stresses happiness. self-actual-
ization. and "gcttinz along all Tight. It is sensitive to human relations and con-
servative: it jealously guards its stains quo. safety. and security. It is mu--
tomtit. obedient. and responsib!e. When its values are threatened. it is ex-
ceptionally antocratie (p. l51.

Margaret Mead's OW) portrayal. "a distillate of American ideas
of the teacher." presents the teacher as a woman "liming, helping.
poking. scolding. encoumring those whose steps thongh la7g-ing slow
to school, went storming out to playing? Considering tbe male teach-
ers. she wrote: "The man who teaches in grade school has to depl with
a self-classification of being a 'man teacher.' thus tacitly ocknowl-
edging that be is a male version of a role which is felt to be feminine-
( pr,.

Potting it more negatively. Richard Horst:niter (1P643) argued that
the nverwhelming feminine character of American schools and the
emphasis upon life-adjustment in schools are clear signs of America's
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anti-intellectualism. Ile wrote: 'The United States is the only coun-
try in the Westernized world that has put its elementary education
almost exelusively in the hands of women and its seeondarY educa-
tion largely so . . (p.3.20). Hofsiadter unnle it clear that his point
(and this writer agrees) is not the superiority of male teaclwrs. In
fact, although he did not say so for males. he did say that women may
Isi.preferred for certain levels. However, the fact that teaehing is per-
ceived by social scientists as a feminine profession in Amerka and
does not otter **men the stature of a fully legitinmte male role,- in-
divines the transient nature of teaching as a career and its than
adequate professional development.

As a member o the neadentie world. today's edurational scholar
is heriiIii:1! to cl% ereolne or at least develop enough self-resueet to
ignore the suspieions of his academie colleagues that he and his field
an. soft intellectnally and hick depth. Ile has accomplished that prog-
ress in academe by winning scholarly depth. recognition, and rewanls
that seem irrelevant to sehool practitioners. Directing his pnblications
and pa pen: to ot her scludars. the educational scholar provides almost
no direct feedbaek to the practitioner. Respectable as it is hemming,
his most challemving and innovative work often seems too abstract.
esoteric. and imprartical to teachers and school administrators. Even
when he utilizes school resources for his researeh, the educational
scholar typirally expresses disdainful regard for school practitioners
by being iminimlful of any need to share his findings with those who
pmvided the data for his studies.

The most rpsrceted researeh jonrnals are often necessarily teehnical
and not directed to teachers as I Imsumers. Their reports, which are
typically tentative mid sesmented. (Jo not, reach teachers except
through oecasional digested smumaries in prartithmer-oriented toms
mils and passim.* mention in education courses. Whis clearly epitomizes
the problem this paper is describing is the great eontrast between the
journals educational scholars (e.fr.. l weriran Ethr1atimu77 Rrfre,treft
'torn-nal) and those to which teachers subseribe (e.g., The Instmefor).

What McCandless said about sehool psychologists and their role
conflicts is more or less true for all educational scholars. While the
social systems of sei, vis may be characterized as feminine, the aca-
demic world is masculine. Therefore,. it appears that about the onlT
thing chmroom teachers and educational scholars have in common is
their general abstract concern for schools. Stemming from America's
earliest days. the problem of contrasting orientation in educational
thinking and activities has little justification in an age when the prob-
lem of quantity and equality of education have largely been solved and
the eoncern of educational quality must be faced.

OVEIWIIMING rf I F. TROBLE

The great division between scholar and teacher hinders the progress
of education. Its growth becomes more alarming as time passes. Be-
cause of their leadership role and rontrol of teacher edneation educa-
tional scholars must begin to overhaul teacher preparation completely
and build appropriate training s-stems that they are supposed to know
how to develop best. Now that a surplus of teachers has appeared in
many parts of the country. there seems to be less reason to delay the
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revision of standards and curricula as has been done in the past with
the excuse that the problem of teacher shortages had priority. The sev-
eral support and the pos.sibility of implementing several in the future
may be the first real steps toward up-lifting teacher quality and
professionalism through teacher education.

More educational scholars must realize that their responsibility as
profeional workers in education cannot be fulfilled entirely through
academic-level publication, and activities. Their relat ionships to teach-
ers and schools must become more direct and real. which may material-
ize through recent developments to restructure the organization of
schools.The bluep. hits and rationale for such improvements have been
proposed by educational scholars for over a decade now. In general.
the plans replace the outdated one-tencher-one-class arrangement with
groups of teachers working togetlwr in instrnetional teams that are
led by master teachers.

Far more curricular and instructional alterratives hecome possible
in teamsteachers can contribute their particular strength to the team
and hiz.ip eolleagues with their special competence and needs, and teams
make it possible to work more flexibly with varied sized groups of
pupils. Restructuring the school system in such manner will make in-
stnictional planning and activities more objective and open for eval-
uation and innovation. Whether she was beginning or experienced, a
teacher's self-contained clas.sroom has been her own roost and entering
it was an invasion of her privacy. Teams of teachers working closely
together with the same contingent of pupil3 fo:-res them to comminii-
cate and systemize routines. In such settings. evaluation and public
scrutiny could become realistic. everyday practice.

As more schools reorganize to form more complex and meaningful
professional units, new teaching rols and work relations will need to
be established. Tyro teachers will be able to gain greater experience
and professional* training under the guidance and example of the
team s experienced members. Aiso, the team will provi(le Hess vertical
leadership; each unit might be led by a master teacher who combines
practical experience as a successful teacher and doctoral-level studies.
It is not so far-fetched to think that such leaders would nornmlly
attain doctorates someday. Their leadership role provides one way
to bridge the gap between practitioners and educational scholars.
While able teachers in the past have quit the classroom to find greater
responsibility, recognition, and salary as administrators and educa-
tional scholars, school teams could provide sufficient incentive and
purpose to keep good teachers in classrooms. Educational scholars at
the University of Wisconsin's R and I) Center under the leadership
of Professor -Herbert Klansmeier are conductingstudies and imple-
menting a "multi-unit" design of school organization which rely
heavily upon the new roles of a "lead teacher." Work such as theirs
should* provide great future benefits for professional education.

Jackson (1968) justified the superficial intellectualism of teachers
in part by saying at least the teachers helped youngsters overcome the
impersonal and dehumanizing nature of the present-day school organ-
ization. Also, be thought if teachers were keener, more perceptive, and
dissatisfied, they- could not endure their work conditions, their profes-
sional shortcomings, and the organizational system.
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The concept. of teaching teams provides a means of abolishing op-
pmssive sdiool organization and expanding opportunities to foster
end] intelketual and emotional needs. Teachers in such units
should have greater independence from the total school organization
and freedom to create higher standards of professional thought and
work themselves. At least team organization makes it more difficult to
blame administrators and the organizational sptem. In traditioluilly
structured schools. the teacher and all other teachers in a school relate
as independent agents to each other and t he principal. With evaluation
available in fellow team members and greater control of the instruc-
tional time. facilities. and did ies to be fulfilled. teachers working in
teams would need to justify their work more thoroughly. Teaebers
would have the time they lack today to plan and relate preparatlon to
actnal teaching. Such changes wonid not. work miracles, lmt It wmld
be far more difficult for poor teachinr to escape notice and establishes
a mere conducive t ing for professional growth.

With team organization. teachinr. emild become a more rational and
innovative proceKs and snch a change in orientation should gradually
brintr sdiolars and ten chers morn closely toirether. Instead of maintain-
ing the siatus quo, schools could become producers as well as con-
sumer,: of research and development. Becoming more rationally-on-
ented and attempting to he more proficient is not to say. however,
that teachincr would then become mechanical and formal. The effec-
tive aspects of teaching and learning should be retained, but the dif-
ference is they wonkl become means as well as ends a»d balanced with
cogn it i ve concerns.

Educational scholars control teacher education, so they must begin
the. revolutionary change. They also guide graduate similes and should
begin to make their master's degree programs more rifforous and me:lu-
men] as many universities have already done with doctoral studies.
Almost every school lins at least one or two ontstanding teachers who
represent. the professional type this writer has had the plmsure to
know as a pupil and teacher. Such persons may be found in spite of
the poor teacher training, graduate programs, and school conditions
that. predominate today.

Educational scholars and classroom teachers need to reorient them-
selves to the great responsibilities of education in the United States.
As Lawrence Cre.min (1965) put it we need to develop a new kind of
educational lnader that can "spark a Feat public dialogue about the
ends and means of education'. (p. 114 ). Such a leader wmild lw pre-
pared through studies in the behavioral sciences and the humanities of
education and would seem to combine many of the strenfftlis charac-
teristics of top present-day educational practitioners and scholars.
Now, if classroom teachers and edncational scholars continue to have
little in common and relate as poorly as they do today, the greater
blame will be tbe educational scholar's since he is responsible for tbe
preparation of educational leaders. The high quality of medical educa-
tion. practice, and research in the United States originates from a
revolutionary overhaul of standards and curricula starting abont 1910.
It began when the extremely poor conditions of medical training,
which necessarily determined medical practice and scholarship were
realistically confronted. A similar revolution in teacher educatio» is
long overdue.

54



50

REFERENCES

Cronin, L. A. The Genius of 'American Education. Pittsburgh : University of Pitts-
burgh Press, 1965.

nofstadter, R. Anti-int Meet ualism in American Life. Nen' York : Alfred A. Knopf,
1966.

Jackson, P. W. Life in Classrooms. New York: Bolt, Rinehart and Winston,
1968.

James. W. Talks to Teachers on Psychology and to Students on Some of Life's
Ideals. New York : Dover. 1899.

McCandless. B. R. Points at issue between practical and academic school psychol-
ogy, Journal of School Psychology.1969. 7,13-17.

Mead, M. The School in American Culture. Cambridge. Mass. : Ilarvani Uni-
versity Press, 1962.

Meyer. A. E. An Educational History of the American People. New York :
1957.

Rice. J. M. The Public-School System of the United States. New York : Century,
1S93.

Tolor. Searpetti. W. IA. & Lane, P. 0. Teachers' attitudes towanl children's be-
havior revisited. Journal of Educational Psychology, 1967..58. 175-1SO.

Wickman. E. K. Children's Heharior and Teachers' Attitudes. New York : Com-
monwealth Fund, 1928.

55



THE TRANSLATION OF EDUCATIONAL RESEARCH AND
DEVELOPMENT INTO ACTION

By ERNEST R. HILGARD

STANFORD UNIVERSITY

Education is a very large-scale enterprise, including all of our chil-
dren. all of their teachers. and t large structnre of administrative
oliicers. training and research institutions. plus a large investment in
ethicational facilities and materials. This is commonplace knowledge.
but we need to learn how to make the whole pmcess more efficient and
effective and sensitive to its social aims. The proposed National Insti-
tute of Education is an effort to achieve clarify, and the most careful
planning is required if it is to serve its intended purposes. This essay
represents sonic individual reflections on the problems of research in
edncation as a scientific and practical problem, and sonic conjectures
about public and private initiatives as they affect the proposed Na-
tional Institute of Education.

THE liEsEARCH SPEcTRI'M FROM Misty TI11oU0I1 INN0VAT1vE PRAcTICE

There is a great deal of artificiality in the distinctions that an. made
between basic research, applied research. development, and dissemina-
tmn. but there are Sonic realities underlying these distinctions. and the
pi:Inners of the National Institnte of Education need to be aware of
them. The commonest error is to assume that applied research must
wait for basic research; that there must be something to apply before
there can be an applied science. The whole history of technology belies
this: applied progress in metalhirgy, navigation. animal husbandry.
and ninny other fields has often been ahead of basic seience, and this
is.also true of education. This is not to deny the importance of basic
science, but. when one talks about a spectrum it must. not be assmned
that traffic. is all in one direction from basic to applied; the feedbacks
are complex. and practical inventions may have an important role in
advancing basic science.

The realities behind the distinction between basic and applied
science are of two general tms, one logical and one social.

The logical distinction is that between a science that is primarily
analytical and explanatory, leading to general theories that are
parsimonious. elegeant. and of wide scope (basic science), and a science
that. is essentially synthetic, leading to the design of instruments or
programs that serve practical ends (applied science). Either can be
good science by any criteria that are set forth ; but are interdependent.

The Ror;a1 distinction reflects a difference in the involvement of the
investigator. Basic science tends to be self-initiated: it is very flexible,
so that the investigator follows any lead that seems promising to him.

(51)
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Applied science tends to be "mission-oriented," so that its tasks are
set to some extent by the management of the laboratory rather than
by the scientist himself. Time-pressures are different: basic science
moves at its own pace; applied science is in a race with time. The re-
wards are different. In terms of prestige, higher prestige is usually as-
signed to basic science. In terms of monetary reward, the reverse may
be true in some instances: basic scientists write articles for journals,
usually without recompense; applied scientists nmy take out patents,
on which they may receive royalties.

Both the logical and social distinctions produce problems for fund-
ing agencies, and the experiences of the Department of Defense, the
National Institute of Mental Health, and the National Science Foun-
dation provide relevant historical precedents that should be known as a
new Institute is planned. In the past. the pressure from prestigious
scientists has produced a drift toward the basic science end of the spec-
trum. even in mission-oriented agencies. This will have to be guarded
against in the new Institute.

One serious problem that arises is how to apportion funds between
basic and applied research. Applied research can be studied in some
sort of cost-effectiveness terms, but basic science cannot be judged this
way because its results take so long to become social'y effective, and
there are no guarantees implied. Other students of the problem have
come to rule-of-thumb decisions, that some fraction of the total re-
search budget, say 20 percent, should be assigned to basic research,
after the total research budget has justified itself through cost-effec-
tiveness estimates.' Sonic substantial effort at basic research is essen-
tial for two reasons: (1) basic research is the lifeblood of science, and
must. be supported to keep work going at the frontiers of knowledge;
(2) basic research opportunities will at present attract very high-level
talent, scientists who will continue to infuse into the applied research
the new kmowledge that comes through the informal network of com-
munication among the basic researchers.

To make more concrete the kinds of research that can be done in
education, the attached Table 1 lists seven types of research relating
the psychology of learning to educational practices. The first six of
these move through the most basic to the most applied: the seventh is
somewhat different, because it bears upon policy rather than upon
classroom teaching as such. If I were to interpret the obligations of
the National Institute of Education, I would suggest very limited hi-
volvement in Type 1, for which potentials of relevance are obscure,
somewhat more in Type 2, a heavy involvement in bas_c research of
Type 0. a heavy involvement in applied research of Type 4, and con-
siderable attention to the further steps implied in Types 5 and 6. There
must be awareness that some projects mist "test the limits" of in-
novative practice: these perhaps belong in Type 7. If there is a clear
distribution of effort and prestige along the spectrum with primary
obligations for technological and developmental research and for
policy research, I believe that the ultimate aims can be achieved.

'The proportion of fonds designated as basic research In education In fiscal 1967 was 7
percent: in behavioral and social seienemo outside of education it was much higher. esti-
mated at 56 percent. See Ilibrard. E. R. "The problem of R & D within behavioral and
social sciences." Joarnal of Research end Itccelopment La Edircation, 1969. 2, Summer,
137-48.
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IMLATIONSDIP BerWEEN PUBLIC INTEREST AND PRIVATE INITIATIVE

It is possible for the translation of educational research into prac-
tice to be furthered by, or inhibited bv, powerful groups outside the
educational research profession. The direction that the National In-
stitute of Education goes will necessarily have to take into account
various interests, including those in the private indtislrial sector.

In agriculture, health, and engineering, despite all that the Govern-
ment has clone, there is a large private component, in part because of
profit possibilities. All sorts of research done through the Department
of Agricultum the National Institutes of Health, the Department of
Defense, NASA, eventually gets marketed as products sold by the pri-
vate companies, hybrid corn, fertilizers, drugs, computers, telemetry
devi(ps. Education, too, is a fairly large industry, but its relations aro
somewhat different. The ind ustrial contribution to education has been
in (a) school buildings and furniture, (b) textbooks and other teach-
ing aids, such as audiovisual devices, maps, etc., (c) educational and
psychological tests, (d) innovative technology, as in progranwd ma-
terials awl machines, computer assisted instruction, and (e) new man-
agerial attempts, such as voucher systems, performance contracts, etc.
Some industrial giants (IBM, Xerox, RC.A, etc.) have entered tho
field in late yeais.
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the adoption of proposals designed on the basis of research findings is
also hard to develop, and requires skills that many investigators lack.
A careful study of the impact of research upon educational practice
turned out rather negative. The study, conducted by the Policy Insti-
tute of the Syracuse University Research Corporation, concluded that
the products of educational research mid development have thus far
had very little effect on educational policies and practices, at least as
perce;ved by those administratively responsible, although throughout
there was a recognized need for mom R & D.2

I am not prepared to accept the findings of the Syracuse Survey as
decisive, although I am not questioning the competence of the research.
For one thing, there has not been enough time. For another thing,
feel sure that teachers do things that administrative officers are un-
aware of. Were I to do a study, fwould look for the best examples that
I could find, and would then try to derive some guiding generaliza-
tions from them.'

I feel strongly that the Education R & D Centers and Regional
Laboratories must not be allowed to fail, that the obvious criticisms
be used to improve them. They are, in fact, the first models that we
have of kinds of research establishments prolmsed for other social
sciences.* Because the schools are more accessible to research influence
than most other public agencies, if we cannot modi fy them through
research, I do not see much hope in modifying regional governments,
tax structures, or law enforcement agencies, on the basis of research.

CONCLUSION

The history of research in education is such that too much must not
be expected in the way of immediate gains from it. This is hard to say
for one who, like myself, is deeply committed to research. The way
around this is not to abandon research, but to recognize that it needs to
be supplemented by innovative design, and by social inventiveness.

A simple way of putting it is this :
(1) We can make immediate advances in the schools by doing more

widely what we already know how to do, and what more successful
schools are already doing. This is a matter of social strategy rather than
of research in the ordinary sense.

(2) We should not be satisfied to do more widely what we now know
how to do, but we should seek for genuine "breakthroughs," stepwise
advances that will really put us ahead. Here is where imaginative
research can come in, testing the limits of various proposals.

Research should not belong exclusively to trained scientific research-
ers. Many inventive practices aro developed by teachers on the job, and
if teachers are to be asked to adopt research in their practice they ought
to contribute to both the research and the practice, and their contribu-
tions should be recognized.

I Lindeznan, J.. Bailey, S. K., Berke, J.S., and Naum, L. II. "Some Aspects of Educational
Research and Development in the United StatesReport hr OEOD Review." Syracuse,
N.Y. : Syracuse University Research Corporation. December, 1000.

The National Academy of Education is proposing a modest study along these lines to be
conducted in the summer of 1071 under the general title "An Examination of Problems of
Effective R & D in Education." An Academy Associate will soon be appointed and supported
during the summer to conduct the study under my supervision.

For example. the institutes proposed in National Science Board-National Science
Foundattun. Knowledge Into Action: Increasing the Nation's Use of the Social Sciences.
Washington, D.C. : NSB 00-3,1000,
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All importimt aspect of research that is not at all incompatible with a
full recognition of the role of inventiveness and innovation is, of course,
evaluation. Too little attention has been paid to the outcomes of what
appear to be desirable practices, in both their immediate and their
long time consequences. The more attention we pay to outcomes in rela-
tion to purposes. the more quality control we can achieve. That is an
important aim of the I? & D enterprise.
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MEETING THE MEASUREMENT NEEDS OF EDUCATION
By WILLIAM W. TURNBULL

EDUCMONAL TESTING sERVICE

Although Chit des Dickens is not my fitvorite author, I should like
to berin this paper by recalling to your mind those well-known lines
f roil .1 Fah! of T wo CiileN:

it was the hest of times. It was the worst of times, it was the age of wisdom,
it was tlw age of foolishness, it was the (Twit of belief, it was the epoch of
Inered imli ty

Charles Nekens, 1859
If Dickens had not written those words more than 100 years ago,

sonwone would 110 doubt be coining them today. For we are living ill a
time t hat combines the best with the worst, the. wise with the foolish,
faith with skepticism. Perhaps this is part of the human condition.
Each generation (gap or no gap) tends to believe that its own era
represents the most remarkable advances and the most threatening
problems of any time in history. And each generation in its turn may
in fact be right.

My topie"MeetMg the Measurement Needs of Education"re-
minds me of Dickens' words because both education and measurement
currently il lu.itrate the paradox he implied. Despite the allluence of
our society, we have not provided equal educational opportunities for
all our children. I kspite oar success in providing examples of outstand-
ing educational programs and sophisticated measurement techniques,
we find them coexisting with substandard educational conditions and
prim it ive measurement methods.

In approaching the topic of education's measurement needs, I should
like to put forward three propositions that may suggest a strategy for
meeting the needs, and then use specific examples trom two particular
areas of need to try to illustrate the more general points.

The first proposition may be introduced by recalling a famous scene.
When Gertrude Stein was on her deathbed, it is said, Alice 13. Toklas
leaned toward her and whispered, "Gertrude, what is the answer ?" To
which Gertrude Stein whispered faintly, "Alice, what is the question ?"

In some ways, educational measurement has been a collection of
partial answers in search of plausibly related questions. We liave had
a technologya bag of tricksand have looked to see where it might
be useful.

Those of us concerned with educational measurement have had no
monopoly, certainly, on this approach. flow often, for instance, have
yon heard educators mattering about the manufacturers of devices
of all kinds from slide projectors to computers, tailored for use in a.
greneral market or a business setting, and sold to sehools without modi-
fication. The fact that the:Ai gadgets work tolerably well in the schools
is the justification. The fast that they do not quite fit the specific
educational need, we soy, is an fortmiate but cannot be helped.

(8)
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In the early stages of any technology, it is perhaps inevitable tInit
we will work front our solutions to our problems. I f you give a snm II
boy a hammer, he will find that a great many things need pounding.
1 would pmpose that measurement should have passed that stage.
We are now possessed of enough techniques and principles to allow
us to turn with more conliclence to the important real-world editea-
tional problems and tackle them, inventing new methods where they
are needed to perform a satisfiwtory measurement function. This is
not to say that we have a complete array of .answers, but rather to
propose that we have reached a stage at which we can and should
choose the questions for their intrinsic importance rather than for
their convenience of it to the answers w:e have.

My second proposition is rather obvious and. I will not elaborate
it, but will simply remind all o f us t int educat ion's measurement Deeds
in the decade of the seventies are, of course, a special subset of the
needs of education itself. They will be defhied by the directions M.
which education moves. And education's needs, in turn, reflect the
changing social order in which it is embedded. yducation, along with
the social fabric.of which it is a part, is undergoing wrenching changes
in the expertations held for it and in the pressures placed upon. it.
The temper of the times is demanding, and the new requirements for
measurement are exciting if not overwhelming.

My first t wo propositions, taken together, suggest that measurement
people have an opportunity and a resppnsibility to apply their knowl-
edge to the solution of major problen is in ediwation and, thereby. in
the society at large. The importance of this moment in history is that
tIm knowledge and techniques available were never more sophisticated,
and the problems never more urgent. Meeting the measurement needs
of education is not only a stimulating intellectual pursuit : it is also a
social imperative.

It follows, I believe, from what I have said that the developments
in measurement must be embedded in, and integral to, broad ap-
proaches to effecting clainge in education itself. This statement brings
me to my third proposition, which is that we cannot by ourselves bring
about the needed new developments. I am not in any way denying the
importance of the new insights that will surely be developed within
the discipline of educational measurement itself. My point is that most
of the important real-world problems we are being called on to tackle
will yield only to multi-faceted, multi-disciplinary attack. The prob-
lems are not rooted in any one discipline but in society and the an-
swers will not be developed within a single discipline either. We who
are working in educational research are going to have to move on
education's problems in concert with the sociologists, the mathemati-
cians, the linguists, the demographersnot simply to apply what each
discipline can now bring to the problem, but to acquire new insights
and devise new techniques from the interactive process.

These three propositions about a strategy for the seventies need
to be examined in relation to some specific problems that are with us
lam and surely will not.diminish. I shall concentrate on just two very
large ones. The first is in the realm of assessment. The second has to
do with education us it relates to the dispossessedchildren in minor-
ity or poverty groups.

65-715-72--5
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I. ASSESSMENT

First, a few conunents in the area of assessment. Each of us in his
own way has had occasion to be acutely aware of the skepticism with
which large segments of the public view the quality of education in
America. A list of the cate(rories into which the skeptics fall is fright-
ening in the extent to whicrit spans the total society, sliced in different
ways : intellectuals. poverty groups. radicals. liberals. students. legisla-
tors and taxpayers' oToups, to name just, a few.

The main points tO be made about this crescendo of discontent are
two. First, "quality" is in the eye of the beholder. We have made
minimal progress toward defining what we want front education
or even the dimensions alowr which to set our targetand so we can
hardly expect anything bur confusion as to where we are and how
satisfied we are with our position. I f we could state alternative targets
with some precision, we could engage in rational discourse about their
respective merits and denwrits. As it is, all too frequently our debates
could be characterized as a semantic swamp.

Second. even if we could define educational goals specifically, and
agree on targets we are not now able to measure how close we are
coining to most Of them. Beyond the very simplest objectives, we have
no (rood way to settle the bets.

Is this assessment of our condition too miflattering? Perlmps. I
think it is an accurate refleetion of the state of educatiomd practice
in the overwlwlming majority of school distrietsand statesacross
the country. In this respect. it is a fair description of the situation that,
leads to anoTy meetings of townspeople, after-midnight sessions of
school boards, defeated school bond issues, and prematurely gray
superintendents.

This is clearly a complicated, messy area but an area in which edu-
cational research and measurement can.yield the crucial answers. It
is an important one for us to tackle precisely because the questions are
central to the concerns of a great numy people in education, even
thoug.h it is not one for which we have many answers at the ready.
And poses a set of issues that should be defined by educational re-
search specialists working in concert with people from several other
discipl ines.

As a matter of fact, some economists are already at work on parts
of the problem. And in some relatively sophisticated communities. we
are seeing a confluence of economic and educational thinking. Cost-
effectiveness and PPBS are the watchwords.

Cost-effectiveness concepts are to my mind both important and
valid. The first-order problems are pureV practical, and they have to
do with measurement. Most school systems have no useful measures
of the cost of specific edamtional programs. And they have no indices
of the effectiveness of their system in attaining most of the goals the
commimity would espouse for the schools. These are measurement
problemssome of the unmet measurement needs of education.

The area of evaluation is. of course, givinff new prominence and
importance in measimment circles, and rightry so. At the same time.
the economists are developing further a climate of thinking that is
hospitable to continuing programs of assessment based on cost-effec-
tiveness approaches. The next step should be to bring together the two
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stream of development in a deliberate wayto integrate the insights
of the two disciplines of economics and educational measurement.to
produce a new synthesis directed specifically at solving the real-lrfe
problems of school districts.

This comment may bring to mind such phenomena as perfornmncu
contracting, which is currently enjoying a wave of popularity. The
performance contract evaluation and audit functions are indeed exam-
ples, at a rather basic level, of areas in which our theory and tech-
nique are not very well developed. We have, for example, not done
anything systematic about defining domains in which we should look
for side ellects or defining techniques by which we should look for
them. We do not issue reports like this: "The pupils hi the special
contract classes lmve gained an average of 1.5 gnide equivaknts in
reading during the year. They have, however, ouned a negligible
amount in math, their work in science has dropped back, and parents
report t hey are refusing to do t he dishes or put out the garbage unless
rewarded with transistor radios." We need a muah more compre-
hensive eva Imition of the effects of educational experiments, continuous
over time and embodying the broader insights of both education and
economics.

Such a marriage of two disciplines is, however, only part of the
need. We are interested not only in the relation between program and
cost, but also in the circumstances in which educational change can
occur. And these circumstances are the, province not only of the educa-
tor and the economist, lint of t he sociologist, the urbanologist and the
pol it lea I scientist. to mune just a few.

Let me take a minute or two to make my point more specific. I am
thinking of the familiar student change model in which educational
effect is measured by the amount of student growth that takes place
toward a stated goal between pretesting and posttesting. The base line
of oxpected growth is established in advance of some experimental
program of education: When the experimental program is to be in-
stalled, a new pretest is given. Then the new program is carried out,
and a posttest is administered. Again the educational effect is calcu-
lated as the gain between pretest and posttest. The efficacy of the
experimental program is determined by whether or not the new gain
under the experimental condition exceeds the normal gain under the
mitrol condition. lf the cost of the experimental treatment can be
determined and compared with the "nornml" cost of education under
the control condition, it is possible, at least in theory, to relate cost to
effectiveness.

I say in theory because the complications are legion. To illustrate:
it may well turn out that the experimental program worked well for
one subgroup of the population and not for another. The subgroups
may be fairly obvious onesgirls versus boys, younger children versus
older, and so on. But who will suggest that we examine separately
subgroups based on socioeconomic status ur on more subtle taxonomies
involving students with positive versus negative self-concept, contrast-
ina connive styles. di tIerences on a dimension of dependence-inde-
pendence. or interactions among these variables? The point is that some
of the most useful hypotheses my come from, say, the insights of
medical people or street workers or from personality theory rather
than theory of educational research. Or suppose two communities have
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conducted the same experiment. In one the experimental treatment
worked and in the other it did not. Why? Perhaps the nature of the
school populations was markedly different in the two towns, or the
community support was different 9P t hi' overall educational program in
which the experiment was embedded varied substantially. Just to can-
vass the areas in which one might look for answers that call for inter-
community comparisons suggests that we should call on the expertise
of a variety of social and behavioral scientists to contribute hypotheses.

It is my belief that a continuing, long-term program of the kind I
lutve described, drawing on the contributions of specialists from many
fields, should become a standard feature of America's educational com-
munities. Measurement is at its core, and yet it is not enough for the
measumnent fraternity to develop the means of assessment. Our work
must be integral to a Irager effort that is focused on the problem and
ignores the boundaries of discipline.

If. MINORITY/POVERTY STUDENTS

Let me turn, for my other example, to the, formidable question of
education's measurement needs as they relate to children of poverty and
of the minority communities generally. Here, surely, we have a prime
instance of a social and educaticaml problem that commands our atten-
tion and our energies. The fact that our theory awl our data are hi-
adequate means we will tackle the problems with less precision than
we would like, but again, we have to move on the problems that are
hnportant rather than on those for which our techniques are bestsuited.
And we who are engaged in educational research cannot solve these
problems by ourselves.

I should like to illustrate this thesis by looking particularly at just
one aspect. of the problem: devising it set. of arrangements through
which young people from the ghetto can pursue their education beyond
high school if they, want to.

This pwstion is one to which a degreat al of attention has been
given by people concerned with guidance, those concerned with test-
ing programs, those involved in college admissions, people working
with curriculum, financial aid officers and research people. Their at-
tention and their concern are warranted and valuable. The coiwlusion
I have reached, however, is that the problem is shnply not .froing to be
solved the way we are ,going at it. The reason is that each of these
groups is working conscientiously at its own part of the job but with-
out. a framework that embraces the other parts needed for a solution.

The fatal flaw in what we are doing is simply that the various ap-
proaches, which are individually excellent in many case.s. are unco-
ordinated. Given time, a decade or Fo, pmgess is likely to be marked.
But we do not have to wait. the decade. There is an urgent need for
prompt action DOW to bri»g about an early and dramatic hnprovement
m the situation, and for new structures that will er.courapp future
changes to take place at a significantly faster rate. It is my belief that
a sweepMg change is not. only desirable but. attainable if we mount a
concerted and siistained attack cni a »umber of fronts simultaneously,
combining the efforts of the geveral groups concerned with the
problem.
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What I have in mind mi!Tht be described as an interlocking, co-
ordinated program of action in six key areas: guidance, testing, ad-
mission, financial aid, curriculum, and research. The need within each
area is for special new arrangements aimed particularly at solvinr, tme
problem of access for the minority group studentor for any ruther
student whose school experience has not followed the pattern of solid
academic preparation up to the point of application for college.

t is true, as I have said, that any improvement. in any one of the
six lwy areas would be worthwhile in its own right. But the problem
is unlikely to be solved to any substantial degree through pieccmeal
efforts. From the standpoint a effective functioning, each part of the
system depends on the presence of the others and in turn helps make
them possible. We have here a rare opportunity to create true
synergism.

Within an overall plan, there should be room for jgiving full scope
and strong support to the excellent programs now being pursued. And
there should he room for the introduction of the widest variety of in-
novative ideas. The, important. point is that if any key component is
neglected, the whole system will remain ineffective. A. barrier at any
single point in a channel is suflicientto clog it.

The matter of broadening educational opportunities for minority
group students provides, to my mind, a prime illustration of the pro-
position that most of the important real-world problems we are being
called on to tackle will yield only to multi-faceted, multi-disciplinary
attack.

The system 1. am envisioning would rest on a strong and active pro-
gram of guidanee. to help identify and encourage students who would
profit from highe education. It would he desirable to have a large
mumber of guidance centersperhaps I 00thmugh out the country,
related to but not confined to the big cities, to work wholly on the
problem of guidanee for students from backgrounds of poverty.

If will be. pointed out that such guidance is already goingon through
the. schools. True. But. it. is no secret, that guidance resources are
spread very thin in the nrban schools, and school guidance. peoide
would he the first to applaud a strong effort to develop a companion
system with which they could work: one with the specialized aim of
college access for children of poverty and of flue mmority communi-
ties. If is true also that there are already agencies such as SEEK, Up-
ward Bound, Project. Acces's and others already in being to comple-
ment. and extend what the schools are doinir. A comprehensive system,
if it. were established, should not compere with such programs but
should provide cooperation, support. and coordination, where coordina-
tion might. be helpful and welcomed. The need is to see to it that, the
various areas of the country are covered systematically with muidance
centers focussed on college-going for needy students and Sose who
have special problems centered on race.

Tn the beginning, the guidance centers would naturally be concerned
with shidents nearing the point, of transition from Khoo) to college. As
tlw program moved nhead, however, they conld be expected to work
with children at. earlier points in their schooling. By Grade. 12, of
course. the door to college may luntebeen effectively closed by inadver-
tent early decisions unless a student has been actively encouraged to
keep it open.
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Let me sketch briefly the kind of testing pattern I should like to see
for these students as tliev approach ent ranee to college. The emphasis
of the test program shonid be on helping the student and his eminseloN
understand the range and variety of his abilities and interests, the
kinds of college-level work that he might pursne successfully. and the
additional preparaton he might need to pursuit, goals for which his
training; to date had not been adequate. The tests could be taken by
any student on a Nvolk-in basis at. a guidance center and the interest
measures conld be completed at. home. Practice forms of all materials
would be available to all students. Conventional numerical reports
would be supplemented by verbal reports that would interpret tilt 1111-
merical record and relate it. to the student's interests and educational
goals as he expressed them.

All results would be reported first to the student mid to '.be pliindnee
center. They would be re.portec1 to any coller.e upon the ..tudent's re-
quest after lie. had had an oppori unity to review them and disenss them
with his counselors. If the student so requested, his resnits would be
erased completely and never reported.

Accompanying the guidance-oriented testing program for students
would be a systematic program through which post-secondary in-
stitutions would gather and publish comprehensive descriptions of
themselves for thehenefit of prospect ive Oen ts.

I have touched on only two of the six components that I think are
needed in ft comprehensive system for minority stmlents: guidance
and testing. Beyond them are four others. which I A:111 simply inent ion
once amain althowrh each merits extended treatment :

Adnilssknis arrangements entered into cooperatively by groups
of colleges and the. guidance counseling centers. desiomed to bring
about the most successful match between flue students and the
institutions of higher edncation.

Financial aid in substantial amounts. since it is worse than
useless to raise. flu. uspirntions of students from hackttrounds of
poverty if there is no practical way for theni to realize their
ambitions.

Curriculvm stvdy and change. both in school and in college, to
provide experiences that will keep the student involved in his
studies in school and provide him with a college experience that
relates to his interests and abilities at. the post-seconda rv level.

Research. derelopment and era1vatinn to be. conducted con-
tinuously on all aspects of flue worldng system in order to fin-

prove it ns rapidly as possible and to ensnre its continual respon-
siveness to changes on the educational scene.

I have dwelt, at some length on this conception of a single program
for needy students, minority groin) students and those whose prep-
aration is weak, and have done so for two reasons. The first. is the it
illustrates my main thesis: If we are .froing to tackle large educational
and social problems with any hope of snccess, we will have to see, the.
measurement job as just one element in a much larger whole that
should be conceptualized and attacked in its entirety. In so doing, we
will have to work with many people outside, the educational research
fraternitypoliticians, college administrators, guidance counselors,
federal officials, organized minority gronps, an-cl so onto weld a
coalition of people who are willing to contribute their special knowl-
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edge to a common set of purposes. My second reason for outlining the
concept is my personal belief that. a development of this kind, while
ambitious perhaps, is feasible, necessary, and overdue.

III. Tut: ImAsunininsT MAN'S FUTURE limn

In facing the issue of meeting education's measurement needs, I
have chosen to look at two such needs hi depth rather than to attempt
a catalog of what ought to be done. Measurement needs are integral
to education's needs. Increasingly, they will be met as tte mount suc-
cessful overall systems of educational reform in which the measure-
ment component is embedded.

In this conception, measurenwnt is not. a self-sufficient act. It is part
and parcel of efforts to effect educational change. And it is at the
heart of many of these efforts. One might say, however, that the meas-
urement person's job will beconw much harder as it becomes more
central. This is so in two respects. First, as measurement assumes a C0'.1-
tral role in more sophisticated systems, we aro going to see the ful-
fillment of E. B. White's prediction that there is a bright future for
complexity. As coniplexity increases, the job of making the results
of measurement readily understandable, and resistant to misunder-
standing and misuse, will increase. This is an area where we have been
less than resotmdingly successful in the past and where redoubled ef-
fort will be essential. Second, a special obligation is placed on the
measurement person if we say that the measurement job is not over
until the resnits have been analyzed, simplified, interpreted and put to
use. I believe there is no such thing as good measurement that has
not. been used.

Alfred North Whitehead said, "The vigor of civilized socie-
ties is preserved by the widespread sense that high aims are worth-
while." In meeting the measurement needs of education, if we aim
hight we may be able to provide the ingredients that are critical in
meeting some of the most important needs of education and in so doing
help preserve the vigor of the larger society.

I Whitehead. A. N Adventurcs of Ideas (Cambridge University Press, or The Macmillan
Co., New York, 1933) p. 371.
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AN OVERVIEW OF INDIVIDUALIZED INSTRUCTION

By JACK V. EDLING

People differ in their abilities, interests, aptitudes, atfitudes, values,
achievements and persoludities. They also differ in their physical size,
energy, coordination, strength, aggressiveness, and health. Perhaps
more important, they differ in then. self-concept., desire to learn, cul-
tural heritage, and view of the world. And new evidence indicates
the degree of these di fferences greatly exceeds earlier estimates.

Yet most schools are organized as if the only educationally mean-
ingful differences were age and perhaps sex. Teacher education insti-
tutions talk about individual] differences, but nmst frequently all they
suggest doh.g about them is to group children according to their
"ability", and to urge teachers to have greater tolerance for those ex-
perienci»g d iiiiculties. Thus, many schools provide for learner differ-
ences in the lower grades by grouping "slow" readers, "fast" readers,
etc., and in the upper oTaaes by providing some curriculum choices
sua as home economies6for girls and shop or mecha»ics for boys. All
`complete" school in twelve years whether they read at the first
()Tilde level, or exceed in achievement a sizeable number of college
wraduates.

Today a growing number of educators believe that if our dreams for
an optimum education for each child are ever to be realized7 more con-
sideration must be given to both objeet i ves and methods of instruction
for i»dividnal learners. In time recent past. teachers and parents have
believed that one teacher with twenty, thirty, or more pupils approxi-
mately of the same age, was lweelnded from anything but group
instruction. Even when.indivkhml "projects" were assigned. they were
all due on the same date. After all, any other arrangement would be
considered, if not un-American, at least: unfair I However. it should be
noted that an earlier situation created the belief that one teacher (in a
one-room school) mild and should handle all ages and suNects. It may
lw that the recent concern for individuals is the result more of new
instructional capabilities than a new philosophy of education. There
a re new capabilities, capabil it ies greatly enhanced bY federal programs
which encourage expermwnlation and the more e fleet ve use of teaching
peNonnel supported by the appropriate use of instructimad technology.
Charaeterietics of Individualized Instruction

While some observers will see nothing new in the individnalization
of instruction and think of it primarily as a return to the values
and style of an earlier America, it really is very different. In the
one room school the teacher, with very limited resources, tried to do
the best he could to help each child learn basic skills for acquiring
knowledge and solving problems as well as a. number of "facts ' con-
sidered useful. The present image of individualized instruction is
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quite different with reference to both objectives and instruction meth-
ods. We now find young people programming computers, conducting
advanced research in the physical, life and behavioral sciences, de-
signin.7 and producing advanced technological products, and discuss-
ing problems and developing proposed solutions to some of the most
complex social issues. Instructional methods are as varied as technol-
ogy itself, and are based on findings from advanced research on human
learning and ecology.

Despite its complexity in actual practice, the principles of indi-
vidualization are readily understandithk. There are two basic char-
acteristics of all individualized instruction which. differentiates it from
"group" instrnetion. First, the instruction is oriented (i.e., designed,
'donned, intended for, administere(l, etc.) for individuals, not groups.
This orientation has many implications, but primarily it. means many
more small units, or modules. of instruction which call be organized in
infinite variety. Second, the instruction is paced for individuals, not
(Yroups.. This means in essence tliat to really learn soinething is nmre
nuporta tit than to adhere to a schednle. It does not mean that an indi-
vidual can just. "loaf on the job", rather it means that the time allo-
cated to lcarn something takes into consideration the learner's ability
and the other things he is trying to learn.

in addition to those two basic characteristics, there are different
roles for teachers and learners to play in the instructional process
which result in different kinds or types of individualized instruction.
An easy way to understand these different types is to draw a distinc-
tion between what. the sell ool, or the teacher, on tlie One hand wants the
young person to learn, as contrasted with what the vonno person him-
self wants to learn. This means that. there are sonie objectives which
the school believes all young people should learn, and there are some
objectiveswhich should be limited, or even unique, for learners with
speefal abilities, interests, aptitudes or handicaps. In a shnilar dis-
tinction, the school believes that, it should decide the. hest way to learn
certain of those objectives, while in other instances it might be better
and more efficient to ,(Yive learners a choice! These distinctions can be
seen in the following diagram :

Types qf Individualized Instruction--Objectives

Afahm'as or media
of Instruct Ion School determined "Avner selected

School determined Type A: Individually Type C: Personalized.
diagnosed and pre-
scribed.

Learner selected Type B: Self-directed__ Type D: Independent
study.

Since these different types of individnolized instruction each serve
different purposes, a brief explanation of the nature of each type will
be helpful in understanding the potentialities for individualized in-
struction to improve educational opportunities.

In tyi)e. A, the school specifies whnt is to be learned and the. methods
which research or experience has shown to be most effective for most
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people to learn. This type of individualized instruction is most fre-
quentlyused by learners of average or below average ability for learn-
ing basic skills in langinige arts and mathematics. Each learner is
diagnosed, i.e. tested or interviewed to learn his readiness to nndertake
a specific learning objective and is then pmserThed. i.e. assigned the
particular set of materials or learning tasks that will give him the
explanation tmd practice he needs to demonstrate that he has, in fact,
ministered the specific learning objective.

Type B may be called self-directed because the learner is provided
a wide range of instructional media a»d materials and may use them
as he chooses to learn. Again, this type of instrnction is used fre-
quently for learning basic skills in language arts and mathematics but
more often by learners of above average motivation and ability.
Experienced teachers believe that sonic children learn best by listen-
ing, others by seeing or reading; some learn best by working alone,
others need compamonship; sonic like long-terni activities, others
like a constant variety. These differences are called learning styles or
strategies, and some teachers believe that when a child is not taforded
the opportnnity to develop his own learning strategy he is missing one
of the most fundamental of all learning experiences. Learning how to
learn by oneself, learning to be a self-directed learner, is as h»portant
to these teachers as is learning a particular skill or fact. Blit unfortu-
nately it is not very effective for the child of low ability or motivation
who needs, and wants, all the gnidance and help he can get.

Type C may be called personalized became the learner selects learn-
ing goals which are more related to his values and needs. Here again,
however, the school through the teacher provides considerable guid-
ance and help to average or below average learners in how to reach
those particular goals which have been Fp. ect ed. While this type of
indivhlnalized instruction is most frequently found in elective subjects
it is common in the social studies and Ficiences because these subjects
are so comprehensive, and new knowledge is expending so rapidly,
that there is little agreement even among experts as to what constitutes
a "required" curriculum. By allowing students to select objectives the
school has increased its relevance and effectiveness in teaching these
subjects.

Type D represented a kind of ultimate. in individualization and, in
the minds of many educators, should be the. goal of all educationto
produce an independent, lifelong learner. In order to develop such a
person there is a growing belief that the learner must have a, very
active role hi his own learning processes. Agam, experience has shown
that both selecting objectives and determming the means to reach
those objectives are not tasks for whicli all young people are qualified.
But there are more capable and creative students available to learn
such skills than are currently being afforded the opportunity to learn
them. This tragedy has resulted in some of the most academically
qualified young rejecting not only formal edncation but also the
society which supports it.

In describing the four basic types of individualized instructional
programs the impression may have been tgiven that a particular school
uses one type of program to the exclusion of others. This is not the
case. The essential point is that there are several approaches to indi-
vidualizing instruction and that each, and various combinations, have
been iinplemented successfully in varying situations.
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Evidence on the effect.? of individualization
One of the nmjor tasks facing the profession of education is the

development of valid cost-effectiveness evaluatIon methods and .pro-
cedures. Current attempts leave much to be desired. however, within

the limits of existing knowledge some rather extepsiv.e eflorts have
been made to determine the effects of individualization. These at-
tempts may be classified under four general.hendings (1) formal test
evidence, (2) participant reaction, (3) disciplinary records, and (4)
truancy and drop-out rates. Each of these will be reviewed briefly.

Formal test evidence has one crucial disadvantage: the tests used to
compare individualized programs with traditional group-oriented pro-
grams inay not be directly related to what is taught in either program.
The development of a standardized achievement test is a rather major
project. It involves the identification of a body of knowledge and a
population of learners, and representative samplings from both. The
assumption must then be made that schools which use the resulting
test (s) have taught the same body of knowledge and that their popu-
lation of learners. is comparable to the sample used in developing the
test. Tbere are ninny other problems such as when the test is admin-
istered (i.e., have the learners had equal time to learn) and the condi-
tions under which the test (s) are administered. Seldom are all assump-
tions met and conditions adequately controlled. Nevertheless, school
administrators and boards need some evidence as to how well their
students perform on these standardized measures of basic skills.

A summary of seventeen (17) studies reveals that in four (4) in-
stances there were no statistically significant differences foimd in
achievement between comparable individualized and traditional group-
oriented programs. In thirteen (13) instances statistically significant
di fferences were found, and all favored the individualized programs.
From available evidence one would most; likely conclude that there
will be no loss in achievement as measured by standardized tests as a
result of individualizing instructional programs and that in many
instances there will be gains. However, it must be emphasized that in
most individualized programs the objective was not to increase achieve-
ment as measured by these tests. Objectives ranged from increasing the
scope of the curriculum in order to meet the needs of more young peo-
plc: to promoting optimum individual development whether it be
social, emotional, physical or just plain liking school and learning
more.

Tbe.more informal reactions of participants, i.e., teachers, learners,
administrators and policy makers may be even less scientifically rigor-
ous, but much more important politically in terms of support of
schools. Teacher reaction% almost universally, is that there is more
vork in.volved in both initiating and maintaining an individualized
instruetional program. At the same time they report, almost univer-
sally, that they have never been more satisfied with what they are doing
for their stpdents, and that they could never, in good conscience, return
to a traditional group-oriented instructional program. Yet, there are
soilie teachers, especiilly those who have a strong subject-matter orien-
tati.on, who do not feel comfortable with every student working on a
different task. In favness to these teachers it should be stated that had
they been given additional training and support services and materials
their reactions might have been different.
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Many schools litive mnducted student surveys to determine their
reactions. As one would suspect, stiukat reaction is practically all
positive. Like their teachers, many think it involves more work, but
in the wortis of one student, "this way you don't have to spend a lot
of time studying something yo»'re not interested in, you can specialize
in a field and study it. more." :NIost schools report, however, that a small
proportion of students, usually less than five percent, and sometimes
less than 011(3 percent, try to take unfair advantage of the fact that
they have greater freedom. The report is most frequently heard at the
secondary level after 3-ming people have learned to expect to be told
day-by-day and hour-by-hour what to do.

The most exciting evidence of the effects of hulividualization OM
students is Se(111 in the prodncts they create. One exiimple among thou-
sands is the ease of a -NMI 110y 111 a small high school in Colorado. The
school's program had been individualized and when prescriluid ob-
jectives had been eompleted stmlents were free to work on their Own
selected objectives. l'he school's principal stated, "this arrangement
results in abont half or a stluiva's timp, being turned back to him to
learn what he wants to learn." This particular shutout undertook the
design and cmstruction of a cattle trailer to be used on his father's
farm. Tlie writer saw the linislied product and it was truly remarkable.
The inst rnetor sta t ed t hat the retail value was approximately six thou-
sand dollars. The. young man, using the school's tools, welding gear,
etc. and his instructor's guidance, had built it for less than two thou-
sand dollars.

Even more important the prond builder stated, "T didn't know what
T was going to do when I grfulnat ed from high school but now I've
been lined up with a scholarship at Colorado state in mechanical en-
gineering. and it really looks like a. good deal. I wonder what I'd he
doing. if I would have h»d to sit through seven lifty-m Unite periods
waiting for the bell to ring?"

All over the country in indh-idualized programs students are work-
ing 011 projects which make "school" into a different kind of pince"I
wondered how we conld control the weeds in onr farm plants," I really
understand computers and know how to program them" "I'm study-
ing brain functioning and it's fascinating.1 A principal in Texas
stated, "We have cases where chiklren come into this school with a
phobia against school. They hate school so much they may be on tran-
quilizers so they can endure. it; after this kind of program, this
disa ppears."

Parent reaction to individualized instruction is often skeptical,
especially when first informed of it. The concern is that it will not be
as good as a more rigid, structured program. However, the attitude
seems to dissipate rather rapidly as a result of student enthusiasm.
The major exception is the parent of the st udent who has a record of
difficulty. The new program is unlikely to make an immediate differ-
ence in the behavior of any young person who is disturbed or .psycho-
logically immature. But there is a big difference now. There is it.new
program. To this parent the cause of the ehild's problem is obvious.
The parent has something to point at, something which explains all
the child's difficulties; obviously, the new program. For this reason,

many school administrators are.making changes slowly,making no
announcements, avoiding publicity and labels, and keeping parents
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informed by involving them in helpful, constructive ways to improve
their prognims.

Disciplinary records provide evidence that individualizing instruc-
tional programs results in a dramatie decrease in common disciplinary
problems. Traditional group-onented programs which emphasize
homework, being (Oa for extended pernals, staying in one's seat. and
,(renerally having one's behavior coni rol led result in frustrations which
lead to disciplinary problems. ln individualized programs most stu-
dents are so involved in what they are.doing that those problem stu-
dents who try to get attention by causing disruptions are largely ig-
nored. When t here is no "pay-off" or reward for disruptions suck be-
havior tends to wane. This is a phenomenon reported m school after
school where programs have been individualized.

Truancy and drop-out records are surprisingly difficult to interpret.
For example, a given shident may he listed as a drop-out for three
consecutive years. The situation, of course, is that he drops out, i.e.,
stops going to school for the reminder, or part, of the school year but
then he decides to return at a later date. Despite these record keeping
problems school administrators report that since individualizing their
program there is a marked reduction in both truancy and drop-ont.
They generally attribnte the less rigid atmosphere and more relevant
currienlum to their increased holding power.
Two Major ~CMS

School administrators state that there are really only two major
obstacles slowing the general adoption of the concept of individual-
ization, Perlm ps surprngly, operational monies is not one of the
obstacles. In fact, a. majority of administrators believe that once the
transition to an individualized program is made, it may be a partial
solution to spiralling school costs because it provides an opportunity
for more efficient utilization of teachers and support personnel. While
traditional instrnetion places emphasis on student-teacher ratio, indi-
vidualized instruction places increased emphasis on student self-direc-
tion, instructional technology and appropriate use of paraprofes-
sionals. The major concerns of administrators are teacher re-training
and obtaining effective instructional materials.

Teachers trained to handle a group of thirty, or to lecture extensively
n body of kilowledge, are ill-equipped to diagnose the needs of indi-

vidnals and to provide appropriate consultant help. These teachers are
observed lecturing to individuals as if they were a group of thirty I
Their relationships with young people are often formal and imper-
sonal. They are not broadly informed on the wide range of available
learning strategies, media, and materials. Most important. of all, they
do not mnlerstand the basic. philosophy of individual human growth
and development.

While there are vast quantities of instructional materials, most are
not. desiplied for use in individualized programs. in individualized
programs all over the country, teachers, paraprofessionals and parents
are taking apart textbooks, workbooks, magazines awl even films and
newspapeN and arran<ving them into single-concept modnles or units
with appropriate identification and cataloguing Often modules are
grouped into a lea rnillo' "package" usually consisting of a. statement of
what the learner should be able. to. do when the assignment has been
completed, sample test items, a list of all available related modules or
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units and suggestions as to how to proceed. Materials developed by
the Learnina Research and Development Center at the University of
PittsburgCResearch for Better Schools, Inc. in Philadelphia, and

the American Institutes for Research of Palo Alto California are
mexaples of materials specifically designed to support individualized

instrneti on. These materials have been tested, and include tests useful
in both diagnosis and evaluation. While they greatly facilitate the
individualization of instruction, much additional development is essen-

tial to meet the needs of more learners.
Impl;fwtioint for a National Institute of Vacation,

This nation has no educational task more iinportant than develop-
ing instructional systems in which every individual receives an edu-
cation designed for him rather than for someone else. The Prelintiofily
Plan for the Propowd National. Iv Rtdote of Education. (Draft) pnb-
lished by the Rand Corporation has some useful data, but, it avoids
commitment to any specific, task. I believe that the purpose of the NIP',
should be to promote the development of these, fundamentally differ-
ent systems, It should not be as the present bill proposes "to conduct
and support, educational research etc." The present proposed legis-
lation and Preliminary Plan would result in the same kind of diffused
efforts which characterize other firoadly worded legislation and policy
directi ves.

Each state has legal responsibility for its educational program. '[lie
NIE working cooperatively with the state educational agencies could
help each of them develop systems appropriate for thcir particular
requirements, The recommendation of tho Commis8ion on Instruc-
tional Technology relating to "a diversity of approaches" cannot be
emphasized too strongly. However, the point to be emphasized here is
that develolonent of new prop;rams to provide education for individuals
should omit. first and shonkl be the initial thrust of the NIE. "To
conduct and support educational research and disseminate educational
research finding,s throughout the nation; to train individuals in edu-
cational research, . .. to construct or provide for necessary facilities"
etc. in the context of the presen generally ineffective educational
system would be equivalent "to conducting research on buggy whips."

After significant change has taken place in the form of education,
then extensive evaluation will be necessary. New questions will be
raised as the result of problems created by the new systems. This will
be the time to phase-in a major research thriist. Obviously, in some
states dissemination, training, applied research, technological assist-
ance etc. will be required from the very beginninp.. But, these aro
means to assist in the development of more effective educational sys-
tems, and not. rods in themselves. The legislation must not permit the
proliferation of every kind of research, development, diffusion, and
evaluation activity that can be "sold" to the director or his staff by
sophisticated "grantsmansliip".

Stated in a less dramatic way, extensive development is now both
possible and necessary before meaningful evaluation can take place.
1Vhen meaningful evaluation has taken place, then it will be both
necessary and prodactive to undertake research and further develop-
ment to improve deficient systems. It will do little good to do additional
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research now 011 measurement. compensatory education, reading, tele-
vision, etc. when we have already supported every idea for research
that the present context of education has suggested. What is needed
now is a major effort in one direction that holds great promise. With
a clear goal, effective management, and adequate support the National
Institute of Education could, in time, make a significant difference in
everyone's life and help assure the ascendancy of all mankind.
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STATEWIDE ASSESSMENT: ITS FUTURE AND
POTENTIAL FOR EDUCATIONAL REFORM

By HENRY S. DYER AND ROBERT J. SOLOMON

When one considers the faith which Americans place in education,
it is amazing that the concept of statewide assessment is such a rela-
tively new development. From the beginning, Americans have seen
edwation as an instrument far social progress. "if a nation." wrote
Thomas jefferson, "expects to be ignorant and free in a state of civiliza-
tion, it expects what never was and never will be."

From the beginnino, too, and increasingly with each new generation,
American education rias become a public (and in this sense, political)
enterprise supported by a complex body of laws, particularly state
laws, designed to give social Qanetion and encouragement, to education,
and supported by large and increasing amounts of public funds, par-
ticularly state and local funds. And as our concept of a democratic
society has expanded and our needs as a society .have multiplied, so too
have our expectations with regard to who is to be educated and what
is t o be achieved.

Tn a society where education is everybody's business, the adequacy
of that. system also becomes everybody's business. As Bressler and 'fa-
min 1 have observed, "The high visibility of the educational system and
its governance, which underlies the public accountability of that sys-
tem, also makes possible the constant. confrontation ... by relevant pub-
lics, such as pamnts and enlployers, of the "outcomes" of that sys-
tem, as they personally encounter those outcomes in the form of thew
children and their employees."

f Americans today were satisfied with their society, if they were
united in their perception of social priorities, and if they felt reason-
ably secure. about, their power to shape and control the future, there
-would probably be less concern today with assessment. But under the
circumstances, it is not surprising that an institution which is so politi-
cal, in the larger sense of that termthat is, how we govern ourselves
to achieve our social goalsshould come under increasing scrutiny
from those on the left, the right, and the middle who feel a need to know
what the schools are accomplishing, why they are accomplishing or not
accomplishing, and how their accomplishments call be improved. In
short, if education is the instrument, of social progress then those. who
are dissatisfied for one reason or another with the present fruits of
"progress" see assessment, as a means to determine what has been hap-
pening and, ultimately, what should happen in the schools.

This is the motivation that underlay the Equal Educational Op-
portunities Survey (the Coleman Report), which is a landmark study
in American education not for its findings, which are nevertheless

1 Marvin Bressler and 1relvin Tuniln. nrohiation of nu: Effectirenm of Rducational
Syalema, Final Report, USON Cooperative Research rroject No. 0-2023.April 1909.
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noteworthy, but. for the questions it. asked. And it is also the moti-
vation for the National Assessment. project and for the recent efforts
in the states of Pennsylvania, New York, and Michiaan.

Also, although there are differencesfor example. trie Pennsylvania
project is more explicitly tied to a mrefully developed public state-
ment.. of the goals of quality educationall of these statewide assess-
ments are concerned with certain functional relationships among three
sets of variables: student input, student output, and the envimninen-
tal condit ions affecting student. learning and behavior. Although every-
one invol red in these projects appreciates the relative primitive-
ness of the. present state of the assessment art. and is aware of the
measurement techniques that remain to be developed and refined, these
projects are an improvement over earlier, cruder approaches.

One traditional approach has been to examine the quality of an
educational system by taking a census of such things as the number
of books in the library, the age of the school plant, 'the pupil-teacher
ratio, the nuniber of houm of per-pupil instruction, etc. The trouble
with this appmach to the assessment of systeni performance is that
it traps too many people into confusing means with ends. It rivets
attention on the instrumentalities of education without raising the
qnestion whether the instrumentalitiesthe books, the building, the,
teachers, the length of tlw school dayare having any impart on
the intellectual, social, or personal development, of. students. (It. is
interesting to note parenthetically that opposition to the Coleman
study increased as some schoolmen realize that this census-like ap-
proach was not to be its primary concern.)

Another traditional approach has been to measure the effectiveness
of educational systems by comparing the, average of the test scores of
pupils in a system with some sort of national average or norm. Such
statements as, "School X is better than school Y because the fifth-grade
children in X are reading at. grade level 6.2 while those in Y are read-
in g. at. grade level raise more questions than they seem to answer.
It's no wonder that some of those committed to improving education
for minority/poverty children perceive system-wide testing programs
as a. threat. It, is unfortimate that many educators even now fail to
grasp the, fairly obvious principle that you cannot tell anything about
how a. system, or any phase of it, is functioning by looking abOut how
a system, or any phase of it, is functioning by looking solely at what
the. students are like as they emerge from it. Yon have to have at
least. two additional kinds of information before you can even begin
to know bow well the schools are doino.b. You have to know what rela-
tionships may exist between the characteristics of the students as they
come out of any phase of their schooling and the characteristics with
which they enter that phase. You also have to know about the factors
outside the school, in the home and in the community, that may facili-
tate or impede what happens in school.

Also, .aml this is the most. difficult problem of all, you have to know,
if you are to have a»y hope of improving the system, what goes on
inside the system that is educationally productive. Ultimately, we need
to be able to answer the question : What educational processes work in
what kinds of schools for what kinds of kids ?

In addition to providing the means to answer this ultimate question,
there are several other purposes to which the assessment process itself
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should be addressed. These purposes may not be ends in themselves but
There are six main purposes that a statewide assessment should serve.

suggest some conditions for the design and dissemination of results.
There are six main purposes that a statewide assessment should

serve. Each of them is addressed to a different audience. They are, as
follows, not necessarily in their order of importance :

I. The assessment should provide the teachers and administra-
tors in every school system with basic information for assessing
the effectiveness of all the principal phases of their educational
programs in sufficient detail to indicate the spec* steps required
for continually strengthening those programs.

There are at least two fallacies that make local education authorities
resistant to having the state authority assess the performance of their
schools. One is the notion that a state program of tests, questionnaires,
and other measures, necessarily infringes on the freedom of local au-
thorities to experiment with new curricula and methods of operation.
The other is the notion that. a local educational system can assess its
own performance without any reference to the performance of other
systems. Both notions are wrong. A statewide program of evaluation
services, properly designed, does not have to interfere with the auton-
omy of local systems. At the same time, it seems clearly impossible for
a local school system to secure a satisfactory reading on the effective-
ness of its perfctrmance unless it has access to data that will enable it
to compare its effectiveness with that of other systems that are operat-
ing in similar circumstances. The collection ancl organization of data
to make such refined comparisons truly valid is no small task, but it
is one that had better be tackled soon if we are to avoid the simplistic
comparisons that now bedevil us.

Many school people are likely to be fearful that a statewide assess-
ment program resulting in comparative performance data on the
pupils in each school or school system will concentrate only on easily
testable qualities and, will thus leave out of account many factors in
pupil growth (sense of personal worth, social adaptability, vocational
effectiveness, etc.) which the schools rightly consider, or say they
consider, important. This fear is not groundless, since measures cif
personal-social development which are b-oth acceptable and efficient are
hard to come by. It is for this reason that in working out the content
of an assessment program the development of ways to measure these
difficult-to-measure factors should be prominent in the planning effort
at the very outset.

2. The assessment should provide the state education authority
with basic information needed for allocating state funds and
professional services in a manner best calculated to equalize edu-
cational opportunities for children in. all school systems of
the state.

State authorities have the responsibility to provide a rational distri-
bution of the funds and services tailored to the specific needs of each
local school system. This implies a form of categorical aid but not in
the usual sense of the term. Instead, the categories in which state aid
is administered could vary from one school system to another depend-
ina on what the assessment shows about the special problems of each
scriool system. The emphasis would be on using assessment results as a
basis for developing state funds and services so as to maximize the de-
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velopment of every child in the state rather than merely to provide
that each child shall attain some minimum level of competence.

The next two are closely related.
3. 7'he (Assessment should provide research agencies at both the

state and locallevels 'with data for generating and testing hypoth-
eses comerning the impro cement of all aspects of the educational
process.

4. T he a.ssessment should provide every school system. with
strong incentives to experiment, under controlled conditions, with
ne Iv awl promising educational programs,materials, devices, and
organizational arrangements.

Unless a statewide evaluation program encompasses these two pur-
poses, there is the danger that the entire educational enterprise in the
state will become stuck on dead-center. An important function of the
data issuing from the evaluation program is to generate promising
hypotheses to be tested through educational research. Thus, the assess-
ment system becomes an important, indeed an indispensable, stimulator
of promising new educational ideas to be tried out by the schools. It
is also an indispensable basis for determining the extent to which the
hoped-for effects of innovative practices are being realized. No small
problem, however, is the perennial need to find somehow more effective
ways to tie back research findings to school practices.

5. The assessment should perkdically provide the state legisla-
ture and the general public with readily interpretable information
concerning the progress of the state system of education as a Whole
and of euchlocal 8ystem.

The aintenance of sound educational programs requires the sup-
port of the citizens. Not only do they have a right to a periodic account-
ing of the educational benefits their tax dollars are buying ; their sup-
port for more effective educational programs is likely to be somewhat
less than enthusiastic unless such accounting is regularly forthcoming
in terms that can be readily understood.

The sixth purpose, in our view, deserves the highest priority. We
have left it for last because although it comes closest to what educa-
tion is all about, it is the most difficult.

C. The assessment program, should provide basic information
for helping every student in the state assess his own progress
through the educational, systems of the state, so that he can be-
come increasingly mature in understanding himself, his educa-
tional needs, and his future possibilities.

The prime focus of the assessment program should ultimately be
on the individual student. It should give him the means for develop-
ing some order in his experience inside and outside of school. It should
furnish him with the information he needs to work out his own per-
sonal and career goals and to chart his way toward them through the
complex network of autonomous school systems that make up the
state system.

A central fact of the educational enterprise that is often overlooked
is the high mobility of the student population. Pupilsall pupils
are continually shifting from one teacher to another, from one grade
to another, from one school to another, and from one school system to
another. They are thus constantly having to adapt to changing eduea-
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tional environments, each with its own objectives, values, standards,.
andways of doing things.

Since this is the case, one of the student's prilmtry educational needs
is for some intelligible indication of how be is doing and how he can
do better. He needs a means for evaluating his own learning periodic-
ally. The first concern of a statewide assessment program should be-
to supply this common source of information for every student in the
state. The instruments and procedures for meeting this educational
need of individual students are far from clear at the present time. But
that the need is real and urgent seems unquestionable. The respon-
sibility for meeting the need must rest with the state education au-
thority if it is to be met at all.

The future and potential for statewide 'assessment are tremendous..
So are the problems.



SOCIAL ACCOUNTING IN EDUCATION: REFLECTIONS
ON SUPPLY AND DEMAND

By DAVID IC. COHEN

Tun ISSUFS

The pmposes of information systems in education are no different
from the aims of social accountina in health or welfare. The systems
are regarded as ways to make 'Inning more rational and govern-
ment more accountible, by monitoring individual behavior and in-
stitutional performance. The underlyina notion is that better informa-
tion would improve the managemene of public institutions, make
delivery of service more effective, render the production of benefits
more efficient, and increase consumer power.

Given these similarities, it is no surprise to find that the political
problems in social accounting are quite uniform. To judge from the
last five years' debate there are two chief issues : new information
systems might further reduce the limits of privacy; and institutions
might successfully resist the collection of data on their performance.

In education, more attention has been focused on the second prob-
lem. In part this has occurred simply by default. Children are accord-
ed an almost entirely dependent status in the United States, and the
ascription of such status naturally reduces concern about the protec-
tion of personal freedoms and civil rights. Because children are re-
garded as incomplete members of the polity, public institutions are
permitted to probe their performance and regiment their behavior to
a degree unthinkable in adult civilian society. The absence of much
concern about the impact of educational infornmtion systems on the
privacy of persons only reflects this attitude.

The other reason why most attention has been focused on the resist-
ance to social accounting in education is that the resistance has been
frontpm news. Both the National AssessMent of Education Proaress
and the LE'quality of Educational Opportunity Survey foreshailow
social accounting in the schools, and both cases generated lively con-
troversy. Local non-participation in the Equality of Educational Op-
portunity Survey was massive, and there was rather a nasty struggle
over the content and objectives of the National Assessment. Both con-
troversies revealed an unmistakable resistance to scrutiny on the part
of the public schools. This helped to solidify the impression that the
major barrier to effective social accounting in education is getting the
systems established.

This notion is consistent with most of the assumptions that underlie
the movement for social indicators. Chief among these is the view that
one of the principal obstacles to better institutional performance 1 is
the absence of adequate planning, and of an adequate information base

This may involve effectiveness. efficiency, or better management. In a paper this general,
there Is no need to distinguish among them.

(70)
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for such plamiing. While no one who has thought seriously about so-
cial accounts would minimize the barriers to their establishment, al-
most everyone seems to believe that if information were available it
would be a major force for change. This. in turn, rests on the view that
information on institutional performance has or could have an impor-
tant influence on decisions.

No one could doubt that lack of information is an obstacle to
changebut is it central ? Is there any evidence that the schools would
use the resifits that information systems spew forth ? Do we suffer
from a short supply of information or from a minimal demand for
it ?

I strongly suspect it is the latter. The deepest political problems
in social accounting- probably lie on the side of demand and consump-
tion, not on the side of supply. On the schools' part, this arises from
the fact that they are really not geared to utilize information on in-
stitutional performance. The organizations' incentives and structure
rest upon other values. The schools' resistance to the Coleman Survey
or the National Assessment was only one symptom of their under-
lying inability and unwillingness to utilize such information.

But the matter reaches well beyond the schools, to the general prob-
lems of information use in the political process. Most discussions of
social accounting in education seem to assuine that the output would
serve both as political intelligence for the populace and management
intelligence for the institutions. It certainly is true that the systems
seek to improve management and "production" within government
and to increase its political accountability. By itself, would informa-
tion accomplish either end ?

Perhaps not. One might argue, for example, that the effect of these
systems would be to only further clog the channels of political intel-
ligence, and weaken the links between school managers and their
constituents. After all, while the revolutions in comnumication tech-
nology have vastly increased the amount of available information,
there have been no comparable innovations in its social consump-
tion, especially in public life. How is the deepening sea of informa-
tion to be organized, interpreted, and brought to bear on decisions
about the use of public resources? The established school interest
groups have some capacity to utilize information, because of their
organizational resources. But what of .the citizenry, which is sup-
posed to govern education? Will more mformation make them even
more dependent on the existing institutions, and further weaken their
independent power as consumers, clients, and constituents? Will it
not strengthen the power of managerial elites at the expense of dem-
ocratic control ? Will increasing tile information flow further con-
tribute to the growing sense of mystification, estrangement, and im-
perviousness which surrounds our institutions? Or to widening the
disparity between the ability of affluent and poor people to cope with
public institutions These issues have not been probed.

My view, then, is that the two central political problems of social ac-
counting in education are the dramatic almence of mach hutitutional
demand for the information, and the lack of much consumer capacity
to manage, control, or digest the products of social accounting. The
most important issue is not how to establish new information systems,
but how to assure that the systems' products would have some other
purpose than the amusement and occupation of peop7e like ourselves.
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The remainder of this essay amplifies these ideas. First, I explore
the relative importance of demand and supply. Second, I speculate on
the consequences of creating major new sources of information sapply
when demand is minimal and consumers' utilization capacity is nearly
absent. Third, I try to identify and evaluate the main alternatives that
might increase demand, and the capacity to utilize information.

In all this several important political issuesor issues with political
importare either ignored or treated in passing. One is the question of
what utilization of social intelligence might reasonably be expected
from institutions and consumers in a large and diverse society. There
is no more important issue than this, because these expectations are the
basis for judgments that particular institutions work well or poorly.
Although I have little doubt that in education they work poorly, much
more thought will be required before we can talk sensibly about how
much better they ought to become.

A second issue has to do with the technological viability of social
accounting in education. What would be measured, and why ? If the
essential outlines of the learning and socialization processes were
lmownin economists' terms, the educational production function--
this would be less difficult. But we do not know this, which leaves the
awkward problem of deciding to measure things on the basis of either
expert opmion or social consensus. There are many potential benefits,
of course, in havino recurringmeasures of status and ehanoe, even on
those things we onry tMide are important. But there also ma;be serious
disadvantages. Suppose an information system turned up a consider-
able number of inequalities in some educational "input," and as a re-
sult much time, effort, and money was spent equalizing the differences.
But is this worth it, if the inputs later were found to be unimportant?
Or, to put the problem more lbroadly : what we measure in a national
information system on schools will assume enormous importance. shn-
ply because it is beMg measured. Does it make sense to accord such
political status to information whose real importance is dubious or tui-
known ?

I raise these issues only to indicate that any full assessment of the
political problems with social indicators in education should consider
them. Unhappily, space constraints mean that I must pass over them
for the time being, in order to attend to the More general issues of
supply and demand.

THE ABSENCE OF DEMAND

What would be required to show that I am incorrect, and that the
main problem was supply, not demand? One important line of evi-
dence would be repeated examples that the schools have employed
available information to improve their performances, or created the
necessary deta. If such cases could be turned up, we would also be
able to identify those elements in the public schools' organization that
impell them to utilize information as a means of self-correction.

Nothing of the sort seems to be possible, however. To begin with,
there is little evidence that the public schools utilize information on
their own performances to improve operations. The most impressive
example of this arises from contrasts between the history of schools'
"improvement" during the last four or five decades, and the history
of research on the effects of these improvements.
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Ever since the turn of the century, the growth of American educa-
tion has rested on the premise of some identity between the interests
of tlm school professionals and students. The history of the last half-
cenhiry in education might well be written in terms of shrinking class
size, rising teacher qualifications, growing specialization within the
educational professions, and increasing investments in public schools.
The school pmfessionals have pressed these changes within consider-
able success, and always with the belief that they would benefit
students.

It is no surprise to discover that as these changes occurred, educa-
tional researchers sought to discern their impact. The result was a
veritable avalanche of studies concerning the effects of such things
as class size, teacher experience and qualification, school size, and edu-
cational expenditures, on students' acliievement. Yet, as J. M. Stephens
pointed out in a recent review of these studies,' the results were almost
uniformly negative. Most of the changes that were supposed to make
(rood schools from poor ones seemed not to make good shidents from bad
ones. Class size, teacher experience, school expenditure, teacher qualifi-
cation, and school size almost never affected students' achievement.

The accumulation of these studies seriously undermines the notion
that the school professions' interests are identical with children's. But
this seems to have had not the slightest. effect on school policy or prac-
tice. Indeed, despite the confirmation of these results on a grand scale
by two massive national surveys within the last decadeProject
TALENT and the Coleman reportthe education professions con-
tinue to assert that the only real barrier to improved education is the
absence of adequate resources. The schools have either dismissed the
results as bad research or behaved as though they did not exist.

It might be objected, however, that this example is unfair. Most of
the research in question was unrelated to particular efforts at school
improvement, it was published in obscure journals by even more ob-
scure researchers, and it presented no alternative paths for action. On
this view, a better example would center on the efficacy of schools' en-
deavors to monitor their own efforts to upgrade performance. Perhaps
the outstanding case of this sort is the evaluation of programs to im-
prove education for disadvantaged children, funded by Title I of the
1965 ESEA.

The results from most Title I project evaluations are even more
discouraging. For one thing, they are in no way related to decisions
about program design, planninw, or fundina. In almost every case,
evaluation appears to be an entirely separattne activity, the results of
which are unrelated to the decision-making process. But even if they
were, the quality of the evaluations is such that the feedback would
have little effect. The overwhelming majority of evaluations simply
are not designed to yield information either on gross program effects
or on differential project effectiveness. They are mechamcal, crude, and

isterile; they are, n short, designed to satisfy a requirement for re-
ceiving funds,not to discover what best serves the interests of dis-
advantaged children. 3

Stephens. J. M. The Process of Schooling : A Psychological Examination, New York,
1967. especially Chapter 7.

There are several reviews of evaluation prnetice in Title I programs. The most com-
prehensive is Wholev. :L. et al., Federal Evaluation Policy. I reviewed the issue in depth
for one state. in "Public Education." in The State and thc Poor. Beer and BarritIcer (eds.)
Cambridge, 1970, and generally in "Politics and Research : The Evalnation of Social Action
Programs in Education," Review of Educational Research, April, 1970.
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What is more, the results are not. used in schools' relations with their
clients and constituents. I have been able to find few instances in which
evaluation results were made available to the populations at whom the
proarams were aimed. Indeed, there is by now a record of considerable
resi'l'stance on the schools' part to releasing the results of evaluation.
even to those established citizen advisory groups established by law
or regulation under Title I. This, of course, is only one manifestation
of a much broader pattern of behavior among local educational agen-
cies :they are reluctant to make public much information about institn-
tional performance.

This is not to say that the schools do not disseminate information.
They do. Their initiatives in this connection, however, are ordinarily
confined to those occasions on which public support for school pro-
grams must be organized to raise new monies. And even on such occa-

sions, the information stays well within the bounds of those criteria
enshrined in professional standards. The schools' "needs" and "suc-
cesses" are related to theAge of facilities, the qualifications of teachers,
and so on. Other information, which might illuminate performance
differences among schools and school systemssuch as test scores,
track assignments, or post-school work or educationremains a mys-
tery. I do not mean to suggest that such information is deliberatelv
suppressed. Only a ilittle s; most of it is never collected or analyzed.

The impression whieh emerges from all this is thatpublic education
agencies maintain a virtual monopoly over information on schoolino..
In addition, the available information is cast in terms which snit trie
interests of the educational professions. The schools themselves ex-
hibit a deep antipathy to creating or utilizing information on institu-
tional performance. What is more, they provide little information to
clients or constituents, and none of it would challenge either the exist-
ing management of the enterprise, or its definition of educational
qu al ity.

The evidence on these. points could easily be multiplied, but there is
little purpose in extending such a dismal tale. The important, question
is why the institutional demand for information is so low and con-
sumers' capacity to manage it so underdeveloped.

The answer is that there are few if any incentives to utilize infor-
mation on institutional performance within public education. One rea-
son for this has to do with the character of the incentives and con-
straints within which education professionals work. The public schools
are essentially a public employment systema civil serviee. The, cri-
teria of personal advancement in such systems is defined largely in
terms of standards created by the professionals involved, and very
typically center on length of service and level of professional train-
ing. Thus, the focal points for competition among teachers within
systems are almost. exclusively bureaucraticthe amount of work to-
ward advaneed degrees, the extent of serviee in such non-obligatory
tasks as eurriculum committees, activity in professional organizations
and activities, and sometimes specialization in a subject-matter area.
The rewards include salary, promotion. and autonomy. None of this
has anything to do with inaividual or institutional performance.

There is competition among schools and districts, lant, as might be
expected in a civil service employment system, this is not unlike that
which occurs within school systems. The object for schools is to gain
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a, larger complement of personnel whose attributes are desirable in
terms of professional valueschiefly degrees and quality of school
attended. The schools and systems which have more people with more
such attributes are generally regarded as superior.

Finally, status is attained not by making better sudents but by hav-
ing them. The "better" schools and school systems are not. those which
bring their students further from where they began, but those whose
students go farther because they started with an advantage. This does
not reflect any invidiousness peculiar to the educational professions
it simply mirrors the dominant. social status system. What is more,
there are few alternative upward routes within the school system.
People who begin with low status and credentials cannot rise swiftly
in public educationby becoming influential or wealthyas they
might in higher education, business, or crime. As a result, the main
paths to advancement are either through serving time or gaining po-
litical pweor within one of the bureaucracies or professional
-organ izations.

Thus, all the constraints on employment for school professionals are
unrelate.d to individual or institutional performance. But this is hardly
the only reason why information on institutional performitnce is
neither sought nor utilized. Another important consideration is the
existence of an ideology that identifies school performance problems
with the clients, not the institutions. The schools operate on the explicit
assumption that the sources of childrens' failure in school lie with the
students, their families, and their social inheritance. Although this
is not. the place to explore the sources of this ideology, it is worth
noting that it flowered as the cities' population was swelled by do-
mestic and foreign immigrants.

iThe ideology s manifest in the extensive information system the
schools do maintain. Although it provides no data on the performance
of schools, there is an abundance of evidence on the performance of
students. Pupils are tested for intelligence and achievement, graded
on academic effort and standinff, and rated on a bewildering variety
of personal and character attributes. They and their parents are regu-
larly apprised of these tests, grades, and ratings, and precautions are

itaken to make sure that the nformation is noted at home. All of this,
of course, proceeds on the assumption that the source of childrens'
academic difficulties lies outside the schools. The school information
system contributes to this not.ion (indeed, it co-opts parents and chil-
dren to it), as do the various "sciences" of education. Schools are not
.given report cardsthey are not tested, they yeceive no grades, and
their social, economic, or academic standing is never threatened for
nonperformance.

This is not to say that there are no potential countervailing farces:
at the local level schools are politically accountable to the pubhc; there
are independent accrediting organizations ; and state and federal ag.en-
cies have some responsibility for ensuring quality in local schools. It is
to say, however, that these potential countervailing forces have little
effect. Their impotence is the third major reason why public education
neither demands nor creates information on institutional performance.

State education departments and the independent accreditation
groups, for example, have established minim= quality standards for
schools. They are backed up by sanctions, and when school systems

e3



85

fail to comply more or less drastic penalties are invoked. But what are
the standards? Do they involve institutional j?erformance, or manage-
ment? Upon inspection it turns out that minimal standards are de-
fined almost exclusively in terms of the school professionals' criteria
of qualityteacher experience and education, adequate facilities, class
size, etc. Moreover, the state agencies

'
and the accreditation groups

are staffed almost entirely by persons drawn from the school profes-
sions, who therefore share the conimitment to professional standards.
As a result, these institutions tend only to reinforce the assumption
that the only relevant measure of institutional performance is imple-
mentation of professional standards.

Lay control at the local level also is constrained. The pmfessionals
who control the educational enterprise have developed a system of
distinctiom between policy and practice which keep laymen s hands
pretty well out of the machinery. In addition, the sort of laymen who
find their way to boards of education through some citywide selection
process (elective or appointive), usually have enough other things on
their minds to keep them from making serious trouble for the staff.
And even if they didn't, the Fofessionals serve as the sole staff for
school boards

'
which assures that no countervailing power could

emerge within the bureaucracy.
A final consideration is that the mechanisms for information use

among the schools' clients and constituents are fairly primitive. The
PTA is, for all intents and purposes, a captive of the professional as-
sociations at, the state and national levels

'
and at the local level it

operates in "partnership" with the school authorities. Further, the
insulation of education from "politics" minimizes the constraints on
schools exercised through the electoral process. School board candi-
dates usually do not run with party identifications, and while they
may build personal organizations after election, typimlly these are not
large or strong enough to gather, process, and disseminate informa-
tion which might undermine the sChools' monopoly.

Within the structure of public education, then there is neither coun-
tervailing power that miaht compel the schoolsto utilize information
differently, or sources of6counter-information which might challenge
the schoo)s' monopoly. Some potential checks exist, but the oraaniza-
tions have so completely assimilated professional standards th6at they
have a precisely contrary purpose. Instead of promoting diverse
standards of quality, and competing information, they serve only to
check deviations from the existing orthodoxy.

Is there any reason to believe that merely increasing the supply of
information would change this situation ?

THE CONSEQUENCES OF GREATER SUPPLY

There are three reasons for an affirmative answer. One is that so-
cial accounting in education would produce information about tech-
nical improvements which would generate their own pressure for adop-
tion. A second is that social accounting would reveal inequities in
outcomes and the allocation of resources, and thereby multiply
pressure for change. A third is that social accounting would become a
countervailing information source, challenging the schools' monopoly
in. this area.
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f these, only the first point is clearly incorrect. Social accounting
would be an unlikely source of information on technological innova-
tions, since its purpose is to measure status and change on certain
broad social indicators, not to identify particular innovations and
evaluate their consequences.

It is more difficult to quarrel with the other two ideas. There are
more than a few cases in which the presence of information has made a
difference in government. Where would the Brown decision have been
without the evidence on the effects of segregation ? Or the reapportion-
ment cases without the U.S. Census of Population ? Or economic plan-
ning without data On prodnctivity, prices, employment, and consumer
behavior?

Similar examples can be produced for information as a source of
countervailing power. Federal Census information on population and
housing has been turned to advantage by advocates of social legis-
lation, outside and within the government. Information on civil rights
compliance published by the U.S. Commission on Civil Rights has
typically been at variance with other official information on the sub-
ject, and it has been useful to groups pressing for more vigorous en-
forcement of anti-discrimination laws. Labor and management see to
it that the federal govermnent collects and publishes information use-
ful to their respective views of the economy.

But the common point in both sets of examples is that information
alone would have lit2e effect. It seems to become important when ap-
propriated by existing political interests. Apart from muckraking
(which produces horror stories of a sort unlikely to emerge from a sys-
tem of social indicators), an estimate of the likely effects of informa-
tion is really a judgment about the strength of contending forces in
a given political arena.

There are few likely sources of such strength within state and local
school systems. Are tliere other potential users of social accounting?

At the local level, the main hope seems to be those community groups
and School reform agencies which have been struggling with the schools
for the past eight or ten years. By all past standards these conflicts have
aenerated absolutely unprecedented amounts of information on school
problems, and considerable pressure for change. For the most part,
however, this has been as water on a duck's back. The public schools
have quite effectively ignored the information and resisted the inessure.
Tbe chief results have- been a really remarkable series of chancres in
the ideological scenerj, (as reformers shifted their ideas about''what
should be done with the defeat of each earlier notion), anda substantial
inerease in the sense that public institutions are unresponsive. It is diffi-
cult to see how adding more infomation would change anything.

The other potential user of social accounti n
t"

lies with the federal
government. There is a body of thought whichholds that America is
ruled increasingly by trained managerial elites, not by the untutored
contending interests commonly discussed in textbooks on politics. As
the management of public institutions falls increasingly to such tech-
nologists, the domain for "ratio»al- decision mal,ing is thought to
°Tow. Rational decisions, of course, require sound information.

For better or worse, this vision hardly squares with the facts, at least
in education. There was a brief spurt of interest in scientific social plan-
ning in the mid-1960's, with the advent of PPB systems in the Depart-
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ment of Health, Education, and Welfare. There has, however, been
little growth since then. The staff is too small to carry out the requisite
analytic work, and the information base for it is mostly lacking. The
data required for social planning activities on the PPBS modelpro-
gram ev al nation and comp' rati ve program effecti veness studiessi m-
ply do not exist.4 A system of.social indicatoi:s could not provide them.

In my view, however, this is probably an incorrect way to view the
ilikely consequences of a national system of social accounting n educa-

tion. Although it would not lead to a radical change in the character of
federal decision making, a well conceived system could serve the same
function as any census. It could identify existing inequalities in school
outcomes and the distribution of resources, and provide evidence on
their trends. Such information might even have some impact on deci-
sions about federally-sponsored school programs, and it might weakm
somewhat the information monopoly currently enjoyed by the public
schools.

Nonetheless, a system of social accounting would not have a major
effect en the quality of state and local educational decisions or the per-
formance of educatimal institutions. The federal share of public ele-
menlary and secondary school revenues is less than eight cents on the
dollar, and federal influence on state and local decisions is comparably
small. Even if a national system of social accounting were adopted,
federal leverage is not sufficient to affect either the demand for or the
capacity to utilize information among states and localities. Thus, while
it is understandably attractive to focus on the relatively more flexible
federal bureaucracy, the real problems lie elsewhere.

STIMULI TO GREATER DEMAND

I have identified two critical barriers to the use of social accounting
at the state and local level. One is the absence of any incentives in-
ternal to school systems which would create a demand for the products
of social accounting. The other is the absence of any countervailing
forces, which might either use new information to 'affect school policy,
or use their influence to affect the schools' information use.

Are there any ways in which these obstacles might be overcome?
There are devices which, in theory at least, would correct one prob-

lem or the other. Perhaps the most obvious approach would be to
change the constraints on "production" in education, so that schools
were rewarded in proportion to the value they added to students' per-
formance. Several variants of this notion have recently become popu-
lar, including merit pay for teachers and performance contracting for
schools. Such schemes create new supply standards based on predeter-
mined performance criteria. In theory, at least, these bureaucratically-
established criteria become the "demand" which producers would seek
to satisfy.

Would such arrangements increase the demand for information.by
educational producers? Since the notion of performance rewards im-
plies one (or perhaps a very few) measurable criteria of perform-
ance, all supphers would be interested in the same sort of inlormation
on the educational "production" process. Some of this might arise
from a system of social indicators. Much of the information demand

4 See wholes, op cit.
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in a -system of perfornmnce rewards, however, would probably in
i

-

volve technical nnovation. Here social accounting systems would not
be much help.

The really important question, however, is whether a system of per-
formance rewards would strengthen the position of consumers and
clients (i.e. parents) with respect to information about schooling. One
hypothesis is that such a recrulated market system would work, and
producers would dissemimee information freely in their efforts to
compete for clients. But prior experience suggests that it is probably
more reasonable to suppose that producers would collaborate to mini-
mize competition by maintaining performance parity and fixed shares
of the market. They might also provide consumers with deficient or
misleading information. After all, if a clear and direct link between
performance and reward were established, the most sensible course
for producers would be to set some acceptable level of performance
that most could meet, and close off further competition. Indeed, even
if the producers did not take this tack, many students and parents
might. Greater productive "efficiency," after all, would almost surely
come out of the students' skins.

The lficelihood, then, is that consumers and clients would be faced
with many of the same problems they confront in "free" markets
elsewhere. Much of the competition there lies not among firms to pro-
vide (roods and services more efficiently, but between consumers and
firms':'to find out what, if any, real differences exist among products,
there are, and what fair value is. This would not particularly help
consumers of schooling. It certainly would not provide a sihmtion in
wh ich information systems would give them appreciably more leverage
in bargaining with educational producers.

In theory, of course, this combination of producers against free
markets would not occur. Ideally, in a performance reward system
social indicators would counterbalance the producers' tendency to-
ward stasis. Information on the relative standing of schools' inputs
and performance, for examplewhich could be easily incorporated
within a social accounting schemewould allow effective action
against underperforming schools.

The difficulty, however, lies precisely here.. Who would take action?
The heart of the performance reward idea is that. "market forces"
i.e., the pre-established demand criterionwould compel producers to
redress theh own poor performance. Consumers would therefore really
be quite passive. The important transactions would take place between
producers and whatever agency collected information on their per-
formance and disbursed the performance rewards. Therefore, even if
we bold apart problems of fraud. price-fixing, and deceptive adver-
tising, a performance reward system would not directly involve the
clients and consimiers of education. Indeed, the greater technical com-
plexity might further separate them from the decisions.

At bottom, then, performance reward systems are really a form of
government regulation, in which fiscal constraints replace bureau-
cratic or political punishment us the eirforcement mechanism. Are
there otherschemes which might avoid some o f the pitfalls of perform-
ance rewards?

One possibility is establishing countervailing centers of bureaucratic
power, which might improve the schools' use of information and serve
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as consumer protection mechanisms. One way to do this would be to
create sizeable independent staffs for local boards of education. They
would have a mandate to monitor the effectiveness and efficiency of
the existing enterprise, and an obligation to publish regular reports
rating schools and services. Another would be to establish regional
or state-wide units, with the same mission. Another would be to offer
public subsidies for independent citizens research agencies, akin to the
private govermnent research bureaus which have been common in the
larger cities since the salad days of the Progressive movement.

Such schemes would have several plain advantages over perform-
ance rewards. First, performance rewards involve a unitary output
standard (or at best two or three standards), but astonishingly little
is known about the "important" outcomes of schooling. Achievement
test scores seem to have no direct impact on performance later in life.
There may be an indirect effect, but we are not sure what it is. What
is worse, even if we knew what was "important", people (and popula-
tion subgroups) would differ in the degree to which they regarded the
important outcomes as valuable. Any system of performance rewards,
then, would be arbitrary at best, and perhaps mistaken. Competing
bureaucracies, however, could deal with a variety of outcomes, at dif-
ferent times, and with different emphases. Their purpose would not
be to insure performance in some mechanically rigorous sense, but
to create incentives and constraints bY political and administrative
pressu re.

Such agencies would ahnost surely utilize the products of a system
of social accounting. In fact, they might become one of the cliief con-
sumers and interpreters of the new. information. If the information
were national or regional in scopeas it almost certainly would be
such agencies might gather similar data at the state or local level.
More important, the mformation might actually be of assistance to
consumers. One could argue, at least, that such agencies would avoid
the consumer exclusion inherent in the performance reward schemes
because they would rapidly discover that mere publicity was not
enough. Headlines on Monday rarely produce change on Tuesday.
The agencies might therefore try to generate support among parents
by assisting established consumer groups or encouraging the creation
of new ones. This would surely increase the availability of informa-
tion to consumers, and it might even have some impact on schools. In
theory, then consumer groups would have a symbiotic political rela-
tionship with these new regulatory agencies: the former would have
power, but not much capacity to gather or process information, and
the latter would have the information capacity, but not the power to
turn its product to political advantage.

The trouble with the theory is not that it is incorrectbut that con-
sumers aro by no means the only available constituency. Even the
rosiest review of independelit regulatory agencieS reveals that tliey
tend to be staffed by people from the professions or enterprises they
are supposed to oversee, and to act as though these professions and en-
terprises were their most important constituency. This has certainly
been the case with the state school agencies and school accreditation
groups, and it even seems to be true.of the more independent federal
agencies. Apparently the only way thi'srtendency can be minimized
is to mobilize consinner groups and force the regulatory agencies to
work more effectively.
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Thus we.seem to have come full circle. Establishing countervailing
bureaucratic power might impel the schools to make better use of in-
formation, and to improve their performance, and it might help
consumers use information about education. But these things seem
unlikely to happen unless the new agencies organized the consumers.
All past experience with such agencies, however, indicates that they
would be more likely to pay attention to the schools than to the schools'
clients. This tendency would only be reversed if consumers forced
the agencies to behave otherwise, by applying political pressure.

The missing ingredient, then, is consumer power. Performance re-
wards and countervailing bureaucracies would exclude clients by con-
fining the regulation process to competing centers of bureaucratic
power. Or, to put it another way, both schemes would substitute gov-
erinnent standards for consumer preferences. While parents and chil-
dren would remain the clients of educational institutions, they could
not have much influence on producers by changing preferences. or
switching brands. Such power would be vested in government hands.

In effect, although both schemes seek to make schools more respon-
sive, and to create better information use, both might founder on
their exclusion of consumer interests. This should be no surprise. These
schemes propose to affect schools' behavior by constraining the terms
under which schooling is supplied, but students and parents are not
suppliers of education. Thus, government regulation of supply leaves
them as passive bystanders to the process of their protection. It offers
them neither incentives nor new avenues for informing themselves, or
for policing the action of various government agencies.

No amount of government regulation could remedy this difficulty.
The only way to increase either the consumers' ability to utilize infor-
mation, or their power to compel public agencies to do so, is to increase
consumer power. This would involve altering the constraints on de-
mand, rather than seeking to further regulate supply.

To be precise, it would require that parents could choose among
schools.

CONSUMER CHOICD IN EDUCATION

There are a variety of mechanisms that would allow consumer choice.
One would be permitting small groups to receive State subsidies if
they wished to establish public schools; another would be elimination
of zoning requirements for public schools, and allowhig parents to
cboose among them freely ; a third would be to permit community or
other groups to subcontract with the existing school systems to operate
all or part of a school. Finally, parents could be given tuition vouchers,
which would allow them either to choose among existing schools or to
join with other parents to form new enterprises. Vouthers are prob-
ably the most effective device.

Any of these would be rather a large step. While government regula-
tion of the supply of public goods is no novelty, consumer choice among
public service producers is almost unheard of. In my view, however,
it would be most likely to sharply change the schools' pattern of infor-
mation use. For one thing, tuition vouchers would provide a simple and
direct incentive for schools to do tbe things they promise because the
vouchers would give consumers tbe power to go elsewhere. This is the
same sort of incentive as performance rewards (i.e. money), but the
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consumers, not the State, would control the incentives. As a result.,
they would be much better situatal, and more motivated, to demand
information on the schools' performance.

This is not to say, of course, that there would be no tension between
consumers and producers, or that pmducers would not try to control
information, or present it in the most. advantageous terms. It means
only that consumers would have a weapon that would give them some
bargaining power with schools, and some reason to combine to secure
good information. That is, it would tend to encourage the formation
of consumer protection groups, since parents exercising choice among
products would desire some independent assessment of the alterna-
tives. A review of consumer behavior in .other markets, however, sug-
gests that this would be far from a universal phenomenon.

Finally, it is worth noticing that vouchers would work even where
performance. was measured in different ways by different schools. Un-
like the performance reward schemes parent choice would require only
that schools do the things they promised. Although some of these things
might elude a purely quantitative system of social indicators, many
would not. The information system required would be more complex
than in a performance reward scheme, but that would hardly dis-
courage the advocates of social accounting. More important, the in-
formalon that was collected would be of interest to both consumers and
producers.

Tuition vouchers would not produce perfect information use, or any-
thing approachMg that. Individual consumers are always at a dis-
advantage when ihey confront large, organized enterprises, and this
would be no exception. Indeed, there is ,good reason to believe that even

mwith a syste of client choice, it would be essential to also bave an
independent government agency to collect, process, and publish in-
formation on schools, what they promised, and how they are delivered.
What is more, all the schemes I have discussed leave untouched the
problems of differences among population subgroups in the capacity
to use information. While parent choice would help most in this re-
spect--hecause it would encourage consumer unions, rather than leav-
ing individuals isolateddifferences would surely persist.

Given these problems, however, empowering consumers seems to
hold the greatest promise. It would be most likely to increase citi-
zens' power to utilize information., and their ability to compel schools
to do the same. It would, in a word, improve both the school's demand
for information, and the consumers' ability to utilize it.

CONCLUSIONS

This paper has been a preliminary foray into a complicated area--
the political barriers to social intelligence in education. My argument is
that the main obstacle to social accounting is that schools are not orga-
nized to utilize such information, and that at present consumers have
no way to change this. Of several possible remedies, the most promising
seems to be consumer choice among schools. This would provide a sub-
stantial incentive for both schools and consumers to seek and utilize
information.

Of course, this is very abstract. Loosening the constraints on con-
sumer choice might also affect racial segregation, economic diserimina-

65-715-7"-7

96



92

tion, and church-state relations. Avoiding problems in these areas
might require some constraints on consumer choice, and one does not
know what effect this would have on information use. It also is pos-
sible that bureaucratic regulation schemes would work much more ef-
fectively than I have suggested, or that there are better ways to create
countervailing power than those I mentioned.

In each case, it would be worth the effort to find out. And perhaps,
the most important point we can emphasize is the need to experiment
with new institutional models. Were different approaches to con-
straining supply and unconstraining demand tested, we might learn
a good deal about the behavior of schools and their clients under
changed conditions.

The reasons for such experiments are far from trivial. We live in a
society that has always officials subscribed to the notion that reason is
regularly and successfully applied to public affairs. Indeed, the last
decade has seen a rising interest in the application of systematic intel-
ligence to society. Studies of the future, of social indicators, of PPBS,
of evaluation are only a few manifestations of this.

I have no doubt that the next decade or two will see an enormous
increase in social information. But our capacity to manage and apply
this information lags dangerously. This is a problem of social and
politicalnot macluneteclmology. Our invention of ways to pro-
duce and process information accelerates, but our 'ability to digest
and utilize it does not. Many resources are committed to the technology
of gathering and processing information, but few of its social
utilization.

Thus, while I am an avid advocate of more and better social in-
telligence, experimentation with new organizational forms seems much
more important. I say this because the inventors and interpreters of
information systems have a responsibility beyond simply creating
them. Information, after all, is social, and the rationale for its existence
is its social utility. If there is good reason to believe that new informa-
tion will not be very useful because it will not be used, it would be
perverse to do no more than continue to g.enerate it. The more sensible
course would be to devise ways to increase the chances for its
utilization.

This course would not be easy. It would require efforts to understand
and overcome the schools' resistance to the application of organized
intelligence and their resistance to their clients' preferences. But not to
do so may in the long run be worse. After all, what better way could
be devised to undermme the case for social intelligence than to gather
and pile it up in situations where there is little hope for its use?



A CRUCIAL ROLE FOR THE NATIONAL INSTITUTE OF
EDUCATION

By WILLIS W. HARMAN AND THOMAS C. THOMAS

These remarks are addressed to the questions of what kinds of disci-
plined inquiry would be most relevant to the changing demands on edu-
cation, and how the proposed National Institute of Education might
best contribute toward this end. In particular, they point out that
expectations implicit in the discussions surrounding; ME proposals
suggest an inquiry more far reaching and of significantly different
character than is implied in most current projections of educational
research.1,2

EXPECTATIONS FOR NIE AND CONDITIONS FOR THEIR REALIZATION

A society demands that its educational system meet its goals and re-
solve its problems. As a consequence, times of social change require that
educational priorities and functions change. This is almost a truism, as
we can see by recalling a few of the past demands on the schoolsto
provide training in the new industrial and mechanical arts, to assist in
the Americanization of immigrants, to contribute toward raising sag-
ghig American prestige in the post-Sputnik days. Thus, in addition to
the standard demands resulting from the educational needs of a inxl-
ern complex society, special demands on the educational system arise
from perceived social problems of the "seventies," and from contempo-
rary goals. Their diversity, if not their quantity, is shown by the tol-
lowing needs.

To increase the ability of the, disadvantaged to contribute to
the society (economically, but also in other ways) by raising edu-
cational achievement.

To assist in the reduction of political and racial conflict.
To develop in children the qualities for successfully coping with

an uncertain future (self-directed learning flexibility, ability to
think in terms of alternative courses of action, strong self-image
and high self-reliance, self understanding, responsibility, well
developed moral sense).

To meet more stringent criteria of effectiveness and social ac-
countability at a cost the society will bear.

NIE's proposed task is to strengthen educational research effective-
ness in ways that will contribute to the resolution of these problems
and, thereby, to reduce present dissatisfactions with the educational
system.

L. J. Cronbach and P. Suppes, "Research for Tomorrow's Schools" report of the Com-
mittee on Educational Research of the National Academy of Education, Macmillan, 1969.

R. E. Levien. "National Institute of Education" report on the first phase of a planning
study for the proposed institute, U.S. Office of Education, January, 1971.

(03)
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An interesting parallel can be made with the case of agriculture.
A century-old national policy to strengthen American agriculture
through research and development has produced results that are judged
outstandMg by most criteria. Through nationally organized and
funded laboratories, experimental facilities, and demonstration and
training sites, agricultural productivity has been increased dramati-
cally and the quality of many products has been improved. This ex-
ample has often been cited to argue that a similar policy in education
could produce equally outstanding results.

This may not be a realistic expectation. If success is to be measured
in terms of increased productivity and product quality, agricultural
research has unquestionably been conspicuously effective. However, if
these same accomplishments are evaluated against such social goals
as equality of access to high quality agricultural products, or improved
economic position of small farmers and agricultural workers, or hus-
banding of the country's agricultural lands, the assessment is not
nearly so positive. Therefore, it is important to realize that, in the case
of education, it is precisely such broad social goals that are the pro-
posed assessment standards. Furthermore, where the agricultural func-
tion is localized to farms and distribution systems, the leaoing
function is diffused throughout the society with only a fraction taking
place in the formal educational system. Thus, the narrowly focused
educational research we have known in the pasteven if vastly
increased in. quality and amountmay not greatly affect the overall
educational process in the society, or assist the educational system to
more nearly meet the demands being made on it.

Yet historical precedent gives us ample reason to believe that dis-
ciplined inquiry, imaginative program development, and the adoption
of suitable management techniques, can enable us to resolve problems
and to achieve goals once those problems and goals are adequately de-
fined. If NIE is in fact to address its efforts to the broad aims out-
lined in the President's 1970 Message on Educational Reform, plan-
nmg must reflect the unique characteristics of a disciplined inquiry
that could deal effectively with the tasks. If NIE is focused on frac-
tionated problems and partial goalsfor whatever reasons of initial
design, disciplinary limitations, or political expediencythe outcome
will inevitably be another episode of expectations raised and not
realized.

The nature of the questions that must be addressed implies two
significant differences between the anticipated work of NIE and most
past scientific and educational research :

(1) Educational issues must be examined in the context of
broad societal issues and problems (for which we have to date
only madequate formulations and models).

(2) Exploration of those issues is essentially a moral inquiry,
for education is always directed to some end.

We propose to examine the above differences, and their consequences.

THE SOCIETAL CONTEXT OF ,EDUCATIONAL ISSUES

The preponderant tendency in educational inquiry is to agree that
educational issues can be meaningfully examined only in the broad
social contextand then to take actions that indicate we do not really
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believe it. There are various reasons for this, including bureaucratic
limitations of responsibility, the intimidating complexity of the larger
problems, the traditional partitioning of knowledge into disciplines,
and narrow definitions of what constitutes rigorous, value free
research'.

Our intent is not to devalue the numerous merits ef current. educa-
tional research, but to highlight the fact that the lack of broadly fo-
cused research cripples the formulation of effective educational policy.
It is important to note that these two approaches are complementary :

(a) 'broadly based research on the whole educational system and
on the interaction of education with other parts of the society, and

(b) more narrowly focused component research in such areas as
curriculum, pedaffogy, and learning theory.

The former is needed to guiele the latter, and the latter gives sub-
stance to the former. Thus the question is not whether we need broad
systemic inquiry instead of subsystem component research ; it is rather,
how to accomplish the extremely difficult, but critically needed, sys-
temic studies and experiments.

Without belaboring the point, let us summarize five commanding
reasons why educational issues must be seriously examined in the con-
text of broad societal issues:

(1) Most serious educational problems are components of more
pervasive social problems, and hence can be adequately under-
stood only in the broad context.

(2) The entire society educates, so that formal educational ex-
perience is but a component of the whole.

(3) The range of actions of the formal educational systems is
constricted by influences from the laraer society.

(4) Limited formulations of a pro%lem may limit the range of
means sought for its resolution.

(5) Optimizing the achievement of subsystem goals without
reference to the larger societal (systemic) goals may not be most
advantagt'eous or sufficient.

It may beilluminating to examine a specific example to see how
these points apply. Consider a question of current concern : the cumula-
tive reading deficit of poor children, particularly minority-group
children.

Although there have been many studies examinhig many aspects of
the reading issue, the results to date offer little basis for expecting
that such reasearch will lead to new proarams effective outside the
experimental classroom. Some of the possible reasons are suggested
below.

(1) Ecbuyational problems as components of pervasime social problems
The difficulties minority and poor children experience in acquiring

reading skills are related in part to the broad phenomenon of mainte-
nance o-f an "underclass" in which blacks and browns are significantly
overrepresented. No adequate models exist of the mechanisms account-
ing for the persistence of this underclass ; the ways in which the sense
or hopelessness is transmitted from one generation to the next ; the
effects of community, teacher, parent, and child expectations on stu-
dent adhievement ; the basic cultural assumptions about \Ala kinds
of educating and socializing experiences should be .provided and
when ; the effects of a multitude of physici al, psychological, and social
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circumstances on aptitude, energy, and motivation. Isolated findings
exist relating early environmental stimuli to cognitive development,
infant nutrition to intellectual aptitude, and so on, yet there have been
no overall frameworks into which these findings have been incor-
porated to yield productive broad-based strategies.
(2) Entire society educates

The child's personality, motivations, attitudes, skills, and knowledge
are influenced by all the social forces acting on himattitudes and
beliefs of the immediate and larger community, relationships with
peers, television and other media, advertising., and contacts with the
world of business. His ability to cope with his social environment of
which reading ability is but a component, is a function of all of these.
Hence an effective strategy for developing this ability may have to
include much more than reading-development techniques per se.
(3) Educational actions constrained by society

To be effective, actions and programs within the school require
financial, institutional, and moral support by the larger society. Pres-
ent reward structures mmd other system characteristics make it milikely
that programs that have proven successful in individual cases, but
change normal operating patterns (e.g., older children teaching
younger ones) will be widely used, while other repeated failures, which
conform to normal operating patterns, (e.g., reducing class size)
continue to be repeated. This tendency is heightened by a dilemma
common to all social experiments in a political environment: "If a
problem area . . . is unpopular and/or unimportant, experimentation
should not and/or will not be done; but if it is popular and important,
action will not wait for experimentation." 3
(4) Limited formulation of the problem

Definition of a problem as "low reading aptitude" is likely to lead
to consideration of a much more limited range of alternative strategies
than definition of the problem as "a society that perpetuates a low
self-fulfillment, low social-contribution underclass." The reading prob-
lem may turn out to be more successfully dealt with by a tangential,
systemic approach than by a head-on reading Jechniques approach
alone. A more comprehensive approach might include such features
as relaxation of specific capability goals at definite grade levels; re-
ducing the amount of sorting-and-labeling in connection with learn-
ing; altering the environment of high stakes competitiveness (which
might require reexamination of the economic system) ; carrying nuich
further the idea of free nutrition for needy children and pregnant
mothers; making educational toys available in homes with small chil-
dren, laying down guidelines for advertising on children's TV pro-
grams; increasingemployment opportunities for older minority youth
who can read ; using more of such young people in helping to teach
younger children; and other ways of affeAmg those factors which we
already know from past research to have a bearing on the learning
aptitudes of young children. Further, the systemic analysis in a broad
contest is an indispensable prerequisite to effective tairgeting and plan-
ning of more narrowly focused rt march.

a P M. Timpane, "Educational Experimentation in National Social Policy," Harvard
Educational Review, vol. 40, No. 4, November 1970, IL 665.
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(5) Suboptimization
..,,xamining potential systemic changes (rather than only having

more narrowly directed reading programs) would make it likely that
overlap and continuity requirements would be adequately dealt with
(more likely than in the case of Head Start, for example), and that
second-order consequences (with regard to chikl-adiut, relationships,
side effects in family and community, impacts on school administra-
tion, and so on) woukl be anticipated and programmed for.

The above discussion seeks to illuminate the synergistic nature of
our social organization and how one seemingly small educational is-
suereading masteryaffects and is affected by social issues and
problems that appear to be far removed and unrelated to it. We have
yet to develop adequate methodology and tools with which to address
social issues within their more holistic contexts. Though the task is
difficult and the way largely uncharted, significant improvement of
educational problems awaits such research development.
Edwational Research as a Moral Inquiry

A prime function of publicly supported education in the United
States is to implement the chosen goals of the nation. This implies two
things above all. The first is that the central puTose of education is to
enable persons to function effectively within the social context of their
time. The second is that the ultimate goal of the educational system,
as it is of the nation, is the well-being and self-fulfillment of the indi-
vidual. "A paramount goal ... is to guard the rights of the individual
to ensure his development, and to enlarge his opportunity. . . . Our
enduring aim is to build a nation and help build a world in which every
luiman being shall be free to dedicate and develop his capacities to the
fullest." 4 Further, education needs to be future-orientedfor today's
infant will be an adult in tomorrow's very different world.

Whereas the task of education is to develop a set of coherent and con-
sistent educational objectives and a plan of action toward their achieve-
ment; the overall task of educational research is to provide the knowl-
edge and understanding that will contribut(, to their realization. The
objectives need to be responsive to the historieul moment with its unique
social problems and challenges. It needs to reflect the experience of
the community and to be consistent with the basic tenets of the nation
and of Western political tradition.

Thus educational research is essentially a moral inquiry. Its task is
to develop the most advanced methodology and to provide the scien-
tific knowledge that will implement the noblest values of mankind.
The tasks of researchfrom selection of topics, to choice of methods,
to interpretation of resultsare shaped by the implicit premises and
values of the inquirer. In order for educational research to be con-
sistent with the nation's tradition, the pals must be selected in an
open political process. Thus analysis of educational research objectives
and strategies needs not only to be a moral inquily, bat an open moral
inquiry. That is to say, not only is examination of the value issues and
the implicit premises that lie behind them central to the task, but
open examination of them is essential in order to arrive at agreements
on common action (even though common perspectives may not be

4 Report of the Preaident'a Commiasion on National Goole: Goole for Americana, Prentice
1900 ; p. 1.
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shared.) The authority of the researcher-as-expert will not go unchal-
lenged in this field.

To pursue the inquiries shaped by these principles requires :
(1) That the inquiry itself involve many people, of different

backgrounds and in different positions, to share perspectives and
test judgments

(2) That the inquiry must be nuided by a set of valnes and goals
that are basic to the common endeavor which has for two centuries
been called the United States of America

(a) That the inquiry be intimately linked to action, not only in
projecting consemences but in testing them as well.

(4) That decisions regarding such tested consequences be deter-
mined in the open forum of public debate.

These inquiries need to explore areas where massive injustices exist,
as with minority groups and the poor where the unintended conse-
quences frequently outweigh the intended ones, as in the applications
of new technology ; where the pursuit of limited self-interests destroy
community potentials. Also they will need to appear responsible to the
establishment and legitimate to the dissidents.
Examples of Research Questions

What kinds of research questions, being a moral inquiry into the
societal context of educational issues. would be relevant to the sorts of
needs described in the President's Message on Educational Reform ?
Some illustrative examples are :

What changes would help to reduce inertias and rigidities in
the educational system and foster a greater degree of experimenta-
tion and an ability to meet problems with adaptive change ?

What educational objectives could be inferred from present
educational j)ractices and results (as opposed to what educators
claim as their objectives), and how do they look in terms of the
kind of world the child will be living in as an adult?

What. in terms of those objectives, are the most satisfactory
models of human growth and learning?

To what extent may present educational objectives, philoso .
phies, and practices be contributing to the occurrence or severity
of such social problems as ecological irresponsibility, racial preju-
dice, unemployability, national disunity, and the like ?

What alternative ways can education be structured in order
for business and industry, government, schools, the media, ad-
vertising, entertainments, the courts and prisons, to be considered
together as one vast educating system ?

As only one of numerous educating influences in society, what
educational functions should the formal educational system em-
phasize ? How can those functions best be accomplished ?

Howin view of the changing work environmentcan a
planned evolution of the structure and function of vocational, or
continuing, or adult, or higher education best take place ?

What are the comparative advantages and disadvantages of
retaining the present sorting-labelina arid gate-keepina functions
that education performs for the sociebty, compared witli dropping
some of them or shifting them to other institutions of society ?
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What are the present patterns of rewards and sanctions in

the educational system, especially with regard to experiment and
innovation, and what are feasible modifications?

What sorts of changes will be necessary in the schools to
restore a widespread feeling of legitimacy ?

What are the alternative choices with regard to increasing
the accountability of the educational system to the society, and
what aro the basic issues involved in making the choice?

NIE's Role in Educational Reform,
The vast task of restructuri»g a»d reform of the educational system

will require concerted nctio» a»d commitment throughout the society.
The contribution of a NIE that functions in the traditional mode of an
isolated collection of educational researchers, bounding their problems
to the classroom or even to the educational system, would be limited.
The impact of a NIE that addresses the larger propositions and the
broader issuco of human endeavor will be significant.

It is clear that increasing the etpctiveness of the teaching process is

not enough. The major problems the society faces today are in some
measure a conseqdence of past educational "successes"in educating
6good workers" for the industrial system and "good consumers" for the
economic system whose per capita impact on the environment has
reached an all-time high and also in labeling, early and indelibly,
those who would not fit into the mainstream.

The results of NIE's research program cannot be limited to the ap-
parently amoral one of increasing the effectiveness of the educatio»al
systemit must ineluctably increase effectiveness toward some social
moral goals, explicit, or implicit. In a time when all social goals are
being re-examined (e.g., eco»omic growth, nationalist imperial ism,
exploitation of nature, the "technological i mperative") and basic prem-
ises and value postulates questioned (e.g., the "scientific" or "economic"
reductionist view of man), the issue is particularly critical.

We have emphasized the need for NIE to do research that will result
,in open and continuing examination of educational goals for the entire
society and the interaction of societal and educational problems. This
is not because we feel that a large fraction of the research money needs

to be devoted to these issues. Rather, it is because the leadership
function in NIE and in education in general must be supported by

the type of research that has been described. Broad systemic research
and more narrowly focused component. research complement each other
because the former is needed to guide the design and application of
the latter, while the latter gives substance to the former.

Thus our remarks have profound implications for the mission of
NIE, the structure of the organization, the choice of the director and
top staff, the planning and evaluation functions, and part of the re-
search program. The implications are much less for the bulk of the
research work that will be done. However, even here, we expect NIE
to be sensitive to developing ways that may make the component
mearch more interlocking a»d additive than has been true in the past.
Our recommendations for ME's mission are broad, but no less broad
nre the demandsof society upon education.
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THE DESEGREGATION/INTEGRATION DILEMMA IN
HIGHER EDUCATION : IMPLICATIONS FOR RESEARCH
FROM MINORITY STUDENT EXPERIENCES

By JUNIUS A. DAVIS

Political and legal forces are pressing for the demise of the racially
dual system of lnp:her education as it has existed over the country.
'rho nation's traditionally white colleges and universities, essentially
liberal in nature (and probably fearful of loss of federal funds),
appear to be moving with vigor to add blacks and other minorities to
their student bodies. Among traditionally black institutions, with the
exception of a few (generally new) black separatist colleges,counts are
made each fall of the number of white students, and the results are
proudly spread in the local press.

The efforts of the separate institutions to attract students of atypical
racial origin vary, of course ; yet, conversations with admissions offi-
cers frequently suggest unusual efforts. At one noted traditionally
white Southern public liberal arts university, "integrated" for fifteen
years, black recrniters have now been added to the admissions office
staff, over three-fourths of the travel budget assigned to that office
for recruiting was reportedly used for seeking black applicants last
year, and two separate visits were made to every predominantly black
high school in the state. A prestigious private university assigned, on a
per-student basis, approximately seven times as much of its financial
aid resources to black students as it (lid to white students. A small
private church-related college used its black students to interview pros-
pective black applicants, and conducted almost 900 interviews in one
recruiting seasona number representing more than half their total
enrollment.

Yet, such efforts as these should be evaluated by the results they
produce, rather than by the magnitude and cost of the activity. In the
case just cited of the public university, the vigorous recruiting efforts,
directed at a high school senior population of some 20,000 Blacks,
resulted in about 250 completed applications but only 131 enrollees,
representing less than three percent of the total entering freshmen
at the institution. The admissions officer at the private university
complains that inadequate financial aid resources are a major factor
in keeping his proportion of black students down to less than four
Ivreent of the student body. And the budget officer at the small private
institution calculated that, some 72 hard-sell interviews were needed,
on the average, to produce one black student signed, sealed, and
del ivered.

Desegration gnidelines and compliance requests directed by Fed-
eral sources to higher education institutions have made sour sug-
gestions toward improving the situation, involving such activities as
selective recruiting, and attention to black athletes and black coaching
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staffs. Confronted with the enormity of the problem, one wonden if
these kinds of efforts are enough.

That progress has been slow is attested by data compiled by the
Office of Civil Rights on race of undergraduate enrolhnent. For ex-
ample, in the ten traditonally white public universities in one mid-
South state noted for its relatively moderate climate on integrationt
only 1.6 percent of the undergraduate enrollment in 1968 (the date ot
conduct of most recent published survey) was non-white ; private white
universities and colleges in the same state that year show even lower
proportions of non-whites. Whites in the traditionally black institu-
tions in that state in 1968 represented 0.6 percent and 0.1 percent of
the undergraduate enrollment in public and private institutions re-
spectively. Local surveys in the current year show some improvement,
but nothing dramatic by any single institution or group of institu-
tions.

It therefore seems that neither the traditional freedom of choice
of college, as opposed to the principle of assignment in public lower
education, nor vigorous efforts by the institutions, nor federal prt!s-
sures have removed the color line in institutions of higher education
to any degree. It is the essential thesis of this paper that the real and
subtle barriers to equal access to higher education are strong and per-
vasive, and that ambitious programs of researchat tile national, state,
and institutional levelsare needed toward determining what new
forces may effectively produce a reasonable integration of higher edu-
mtion, and beyond that, may provide reasonable opportunities for
honest and societally useful persoiml and intellectual growth and de-
velopment.

I. Meetirity in Admiss;ons a Deterrent to Desegregation?

One factor that must. be recognized at the outset is that American
higher education, though characterized as sufficiently diverse in con-
tent and academic/intellectual level as to provide a wide range of
tolerance for individual differences, is a hierarch iial system from n-
stitution to institution. Some institutions are blessed with more av-
plicants than spaces, and maintain vigorous efforts to preserve this
situation in the name of "quality"; the traditional criteria used by
the gatekeepers or admissions officers are indices of past academic per-
formance and sf!ores on standardized tests of academic ability and
achievement. Natural forces of institutional development, and tle!
focus by the gatekeepers on the traditional yardsticks (past gnides
an id scores on tests) have resulted in a situation where n most states
the lowest ranking admitted freshman in one institution is higher on
the admissions indices than the highest ranking entering freshman
in some other institution. That this practice has some justification is
shown by thousands of studies finding relationship between standings
on admission indices as freshmen and academic survival in a partic-
ular college or univerity; that supply and demand factors color what
levels of promise aro required in any particular institution is shown by
the variation among institutons in the average level (and range) of
students amommodated. The problem for black students is too well
known: on traditional tests they perform at significantly lower levels
than do white students.
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The major pumose of this paper is not to deal with the questionof
the use of potentially restrictive admissions criteria with minority
groups, or with the validity of these criteria for cultural minorities.
These questions have been frequently raised, and thoroughly studied;
implications for continuing or expanded research are relatively bar-
ren. It can be said that, in the public colleges of the state wherein we
have focused our reeent series of investig.ationst there is evidence that
admissions officers in traditionally white institutions are accepting
much lower levels of performance on tests for black applicants than are
required for white applicants (although higher records of perform-
ance in secondary school are typical for admitted black students).
Second, there is no evidence that tests have less validity for predicting
academic performance of black students than they do for white stu-
dents; in fact, applying white student prediction formulas, and hence
white-based standards, to bhick applicants tends to give higher rat-
ings of promise than they achieve.'

Thus, it is confidently predicted that tests and the gatekeeper func-
tion are .not particularly relevant targets for inquiry or restructure.
Conventional tests are constructed by a search for items that discrimi-
nate.between those who later do well in conventional programs em-
ploying the usual teaching strategies, vs. those who do not do well; it
is aifficult to locate cases where black students have been denied ad-
mission because of test scores (although 00s0 with high scores are
ubstantially wooed by armies of recruiters), and it is easy to demon-
strate that admissions officers have opened doors to lower scoring black
applicants.

The Real !Agues ;11 Dosegregationantegration of Higher Fahwation

The December 15, 1970 draft of the "Preliminary Plan" for the
proposed National Institute of Education cites as n national priority
the "increased equality of educational opportunity," 2 and sketches a
program element concerned with problems of the disadvantaged in the
context of the preschool and the public school periods.3 The focus of
the present paper is not only on the higher education period, but also
on activities of direct concern for, and subject to iM plementnt ion by,
higher education institutions and agencies. The significant issues for
higher education seem, to this writer, to be two-fokl :

(1) The problem of desegregating higher education must, be
viewed at least in part as a matter of changing those subtle but
real social and personal forces that prompt eultural minorities
in the self-Felection situation to apply, if at all, principally to in-
stitutions that traditionally accept them ; toward broadening per-
ceptions and vistas of higher educational opportunity; and, to-
ward improving aecess for minority students;

(2) The problem of integrating higher education must be
viewed as a matter of the effective accommodation of atypieal
students, through the creation and iirovision of learning environ-
ments that are eonducive to honest growth and development for
cultural minorities, whatever their deficiencies.

1 summary of the niain findings of research coneerned with the applicability of
standardized tests to black appileants for college I given as nn appendix to thin paper.

I Lerien. R. K. National InstiNte of 1:duration: Preliminary Plan for the Proposed
Institute. Waybincton : The Rand Corporation, Dee. 15. 1970. p.23.

I Ibid., pp. 57-00.
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"Atypical" Stwlents: What lVe Believe They Are Telling Us

The "atypical" student., or the student in a racial minority for any
particular campus, is a new phenomenon. As an aid to :agencies and
institutions anxious to increase the proportion of atypical students,
we decided in 1969-70 to seek out such students on a number of cam-
puses, and discuss at length with them separately and together why
they had chosen their particular colleges, what expectations and
anxieties they may have had prior to enrollment, what they lmd found
and experienced. The answers to these questions from even those few
On the leading edge of the higher education desegregation movement
might, we felt, be helpful in suggesting more effective recruiting and
educational treatment metliods.

Our information on the "atypical" student in the traditionally black
collegein this case, the white studentis scanty. Our concern was
with entering freshmen, in the usual age range; intensive searches
for such students were made in all public and private black colleges
within the mid-South state that was the target for our inquiry.
But, as we closed in on campus after campus, with traditionally black
colleges in the state enrolling almost 25,000 students, we found only
five individualstwo athletes, a Puerto Rican, an anxious and hos-
tile young man who ran away, and a student. from a. midwestem
state who had not realized the college was black until he came for
registration, and who was too proud to r(turn home. The others were

madults fro the campus neighborhood, usually in part-thne study;
faculty spouses; graduate students (generally teadiers or students
who had experienced difficulty in getting admitted to more selective
professional schools) ; or exchange students.

Our conversations shifted to the facidty and iulministnition. This
produced some inventoiy of suggestions: achieving inroads by eve-
ning courses in off-campus buildings assocmted with white traffic or
in white neighborhoods; greater attention to sequences of courses em-
phasizing local salable vocational skills: greater efforts to keep mili-
tant. black students under control, or to avoid by whatever means
public display of strife that would alarm parents ot prospective white
students; the attraction of white townspeople to campus cultural
events, toward showing the college as a community property rather
a black property; and, upgrading of programs to make them more
attractive to whites.

Thus, it would seem that within the state studied, pogess in de-
segregation of the traditionally black institutions is not as great as
the very modest Imins that public records would indicate have been
made, and tlmt the attraction of white students is a particularly diffi-
cult task. It would seem that ambitious pmgnuns of research and
development should focus on such problems as the change of college
image; the search for new programs (perhaps in such areas as com-
munity service) that would be equally attractive to Whites; studies
of information imparting and more effective recruitment strategies;
or, peduips. experiments in the creation of totally now institutions that.
could start in a color-free tradition.

Our attempts to locate and enter into substantive discussion with
black students on traditionally white campuses were more successful.
Heavy use of black professional staff was made; and, we acquired a
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corps of black upperclassmen from the thirteen target institutions,
commissioned them to work with us, and trained them in interview-
ing and reporting methods. These students returned to their cam-
puses, to conduct and report formal interviews of more than 160
freshmen. Wo also invited groups of black students from a larger
number of institutions to day-lona discussions (electronically re-
corded) among themselves and wit17 black professional staff. We be-
lieve the strategy in iasking blaoks to enter nto discussion of interests
and problems with each other, while organizationally maintaining a
low profile, was successful in preventine the vehicle of the research
project from being used as a platformafor presentincr preconceived
views and demands l'or "party-line" solutionsthatt' is, the infor-
mation exchanged among themselves seemed personal and sincere, and
an unmistakable integrity of feeling and conviction came through in
most instances.

What, then, did these st udents tell us or exhibit to us?
With regard to reasons for choice of colleae, we detected in those

black students entering the traditionally white senior colleges or uni-
versities a variety of creditable responses. Like black students entering
black institutions, there was a restriction of gewrraphic mobility;
they chose colleges that were near their homes. ,Cfew noted that a
nationally ranked black athlete called attention to the fact that the
instil ution was for all the people. Many of the enrolled students stated
that. through a good offer of financial aid they could comfortably
a fford to study at that inst i t ution ; some had obviously shopped around
and had taken the best. offer of aid they could find. As has been found
with white students. the guidance counselors in the secondary schools
seemed to have little recognized impact. on the individual's choice of
college, although teachers were frequently cited as influential, par-
t icularly those in English mid mathematics.

At the same time, some reasons frequently given by white students
wime understandably missingthat is. parent or relative, an alumnus,
or choice of the institution- by a close friend. There was no strong
evidence of parental involvement, in the choice of college.

But more important tlum these considerations was a host of under-
lying themes that may be designated as the "white is 0-cod" syndrome,
or the relatively blind association of quality with the NI'vhite institution.
Permeating many of the discussions were statements that selection
of a white college was influenced by a desire to get. the be8t education
sometimes the best general education, or, more frequently, the best
education in a specific fieldand there was the seemingly natural
assumption on their part that this ruled out Negro colleges. Some-
times this was stated directly; sometimes in other ways (e.a. "It
doesn't mean anythiwr to flunk out of a black college; you'-k»ow
you've failed when yori flunk out of a white college").

That this "white is good" syndromea label the blacks in our study
would surely object. topermeates the culture and activities in the
predominantly black high school or black community is the finding
that when it becomes known that a black senior has been accepted by
a white college he is given a kind of superstar status: his name is
posted conspicuously ; he is presented, coat and tie, at student assembly ;
he is perceived by peers as one who really made it.
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Another frequent theme was that the individual black student has a
high level of professional aspiration in which education is seen as
instrumental to entry. One said : "I want to be an engineer, and I'll
be competing with whites; I want to be ready for that." Another from
a predominantly white high school said : "I want to be a journalist,
and my English teacher said the best school of journalism was at the
(white) Umversity." In this context, it should be noted that other

istudies ndicate that most of our interviewees had achieved exemplary
high school records, whatever their admissions test scores. In short,
we believe we were dealing with young people who had experienced
academic success, and who could consequently shoot high comfortably.
The absence of perception of quality, among our subjects, in black
institutions is somewhat alarming (incidentally, almost two-thirds
reported they had also applied to black institutions and had been
accepted).

Our data do not permit any safe generalintions about the impact,
on choice or aspiration, of prior experience in integrated vs. segregated
high schools. For those blacks in four-year colleges or universities, a
little more than half came from schools with at least token desegrega-
tion. It was clear, however, that few had experienced what they per-
ceived as a close or personal relationship with white individuals or
groups, and that our group contained few if any who had been active
in racial disturbances in the schools or who had experienced trauma
from racial unrest. Instead, some reported high hopes at the time of
choice of getting away from any danger of ugly confrontation by
moving to the "raceless" white university setting, and many stated
that in shooting for a role in a white or color-free world they felt they
needed to and would learn how to "0.et along" with whites.

Thus, our black students seemed arthe point of colleov entry to be
reasonably confident and unfearful; excited about theirforthcoming
opportunity to get a first-class citizenship; and open to color-free
friends and culture. What did they find?

Our personal interviews were with freshmen toward the end of the
first year ; our group discussions were with sophomores, juniors, and
seniors. The major, and most significant and undeniable, though sur-
prising, aspect is that experience in the white senior college or univer-
sity in most cases (there are some significant exceptions) seems to lead
the student toward an increasing awareness of his blackness, toward
an identity not with all people but with black people. One student,
asked how he had changed since coming to college, put it simply : "I've
become bitterer and blacker." What do their comments and reports
indicate may be responsible for this turn-about?

Some comments indicated that a part of the "becoming blacker"
phenomenon is the simple fact that blacks are an identifiable minority
in the student bodies. One student said : "I want to show myself as a
Negro morewe are so few." Another said: "It's nice to be around
someone of your own raceI don't know what I'd do if I was the only
black at this university."

Another contributing factorand, in any case, a major problem in
its own rightwas the limited range of heterosexual social oppor-
tunity most blacks found. On most campuses, black students reported
unusual efforts among themselves to have their own place for informal
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social activities, or expressed great frustration at having to go back oil
campus to make the broader friendships white students fond a nat-
ural on-campus benefit. They, like white students, see college not only
as a period of preparation for adult work role but also as one where
heterosexual activities are crucial to personal growth and satisfaction.
On the campuses, heterosexual social life and institutionally orgamzed
or sanctioned eventse.g., the big danceare conspicuously white.
One black student, a popular athlete, placed the critical point of self-
questioning at a party weekend : "I wanted to go with my (white)
friends. but I couldn't get a dateand suddenly I found myself ask-
ing, 'What will they think if I try to dance with their white chicks ?'

Then I thought : 'Will they be insulted if I don't ?' It ended up that
got so upset I got sick and couldn't go anyway."

Another observation was that many of the black students experi-
enced events in which they perceived a racial prejudice directed to-
ward themselves, with resulting alienation from students in general
and refuge among the more separatist black upperclassmen. One black,
a valedictorian in a white high school with token integration, came to
campus for the first time two days early to soak up the new dreams of
fraternity and eventual success. Ife reported a late evening stroll the
first evening, and confrontation by a carload of whites of student age
who stopped and yelled : "Hey, Nigger, what are you doing here?"
Suddenly, he reported, the campus didn't seem as safe, and he ran to
his room and remained locked in without food until registration. Al-
though he reported he felt better later, the event was traumatic and
had placed him on guard. Another black student was convinced that
indignities of freshman hazing he had experienced personally were
overt attacks because of his color. At the very least, the blacks we inter-
viewed frequently seemed to appearparticulady sensitive to any rebuff
in general in give-and-take with white students; at most, there prob-
ably were some genuine slanders that could only serve to call attention
to prejudice where they had least expected it. One thoughtful student
observed : "They (white students) are half-way prejudiced . . . just
getting so they can partially conceal it." Another, strangely but plain-
tively enough, said : "The white students here are friendly to me only
because I'm black."

The data seem to suggest that some of the problems black students
experience are rooted in differences of background and experience
between the members of the white and black subcultures. Many more
of the black students may have held and needed to hold jobs; values
and interpersonal styles are known to vary as a function of socio-
econonuc background. One student expressed his reaction this way :
"The white students here arc a bunch of pampered, prejudiced punks."
The impartial observer can see that boys from the poor side of town
could only view the majority culture of peers in college as panty-
waists. Another black freshman said: "I've become cold, hard, cruel.
calctilating. prejudiced. unfeeling. (obscenity meaning blatantly de-
ceptive) ; bore to he just like the whites in owler to surrive here."
A third obsekTed : "To conic. to (name of University) for a white man
means a continuation of the fantasy they call life: but to a black com-
ing here, it is an awakening to the deficiencies of our society and to
the great necessity for change."
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In spite of the fact that black students in the hirget institutions in
general are known to ha ve lower academic averages and higher at-
trition rates than their white student counterparts, we could detect no
groundswell of feelMg of oppression by academw demands, or un-
usual concern about performanee. Most seemed to have expected that
academic success would require hard work (although most had said
they had had no information before entry as to how hard they would

have to work) ; and, although this perception did not change with
experience in college, we could seldom &teCt thssatisfection with

grades, or apprehensions about not being able to l'etain good standing,
or frustration from the amount of effort iyquired. Recommendations
for easing the adjustment of future generationspf black students cen-
tered on the interpersonal elements of college life, not on tutoring or
special remedial efforts. That the difference in levels of perforimmce
was recognized may be attested by the frequent observation that the
Black with outstanding grades is of the white establishment, and a

poor recruiting prospect for active membership in the campus black

brotherhood. A few felt some instructors were prejudiced, but more
rearted to the unexpected mediocrity they had found in some of thew
teachers.

Feelings about black courses and black faculty seemed to echo, but
only to echo in our context, the well-known demands. One student
noted that in a hard-won course covering work of black poets, the
black students dominated the discussions, yet the white students at
written exam thne got the good grades. Many seemed to feel that their
new experience with whites in itself helped them to identify unique
aspects of their own cultural heritage.

On the matter of supplementing the one or two black instructors on
most of the campuses with additional black instructors, the. black stu-
dentsparticularly the upperclassmenseemed to feel that the college
could only be a white institution; and, that black faculty must choose
either to become part of the establishment, or to become part of the

black student. sub-culture, losing their utility as their black spokesmen
ither way. The answer, then, was "more black instructors, of course."
But the students' outlook for changes they felt needed if more black
faculty members were obtained was bleak.

The black upperclassmen in particular seemed to hold strong per-
ceptions of the college administration as the epitome of white estab-
lishment and therefore natural enemies. Cme shideM: noted that his
university president, whom faculty and other admini3trators in the
area regard as most. liberal and creatively and honestl:; dedicated to
all students, was an impossibk and prejudiced opponent : he had been
asked by the black student group to designate a place and to provide
$3000 to decorate that place for black students. 'You know the Presi-
dent runs the college, but he hedged with all this (nonsense) about
budget and trustees . . . we bit the white businessmen in town, and
had our $,',3000 in two days, and then we made him give us a room in the
student union by sitting in his office until he did."

Such instances Call be interpmted as selfish requests for special con-
sideration by immature militants, who use improper means to get what
they want; or..as.evidence of a reasonable stmlent naivety about the
total responsdahhes of an administrator, and the ways budgetary and
other decisions must be nmde in a university setting; or, as the black
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students interpret it. The significant observation is, the writer feels,
that as the progressive polarization of black students occurs, the task
of responsible universiy officials becomes more difficult; and, that as
particular needs become more acutely experienced by a particular sub-
cultnre, the more that sub-culture is solidified and the more it may
regress to whkever characteristic ways within the sub-culture redress
is achieved,

Earlier and more biased interpretations of the black students vis-a-
pis administrators were held by the writer until he entered into a lowr
discussion with an aggressively militant black student leader witri
whom he seemed to have achieved special rapport. This student docu-
mented at great length the special efforts at his college to keep athletes
academically eliirible, and to provide special privileges that were
denied other stincents. Yet, he reported, the college and administrators
professed publically the primacy of the academic and humanitarian
goals to which that colleae was committed ) and their special interest
in increasing and accomodating thhe raiiks of black students on
campus. The black students, it would seem from all our evidence, are
not unaware that federal pressures, rather than desire to serve them,
may have bought them a place; and, that the American university
has, and cannot hide from students who feel discriminated against,
actual practices which run counter to cherished philosophies.

Within the. data mass produced by the reports of interviews and
recorded discussions, the writer can find no evidence that the black
students see any special instructional efforts by faculty, or any special
programatic treatment, that is to them worth notino.. Similarly, they
seem to attribute no facilitation or easement of black7student problems
to white students. This may, of course, be a matter of limitations of
awareness or of what they feel appropriate to discuss, or a function
of all the forces that increase their distntst and dislike of whites (more
than one-third of the interviewees stated, when asked if their attitude
toward whites had changed, that they bad become more distrustful or
host i le) .

Instead, there seemed to be a rather remarkable recourse to becom-
ing more independent, or to their black brothers and sisters. The
resulting solidarity appeared, in the reports of activities of Movement
groups, to result more in group effort to help the black newcomer and
each other survive the academic and social rigors than to provide a
vehicle for aaitation or presentation of non-negotiable demands.

It was noteed earlier in this paper that there were exceptions to the
phenomenon of increasing polarization as a correlate of experience
on the white campus. Very occasionally, these were individuale.g.,
the student with superlative academic record. More frequently, the
exceptions were instztutional.

The striking exceptions were the students from the (four) two-year
public institutions. Their representatives sat almost open-mouthed in
thegroups as the four-year college representatives talked. One, from

ian nstitution with only some eight percent of the student body black,
stated expressly that before he had sat in on the discussions, he had
never thought of his two-year college as predominantly white. This
feeling permeated the attitudes and reports of the students from the
community colleges.
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Consideration of the many possible explanations, made in the light
of the data, suggests to the writer that one critical factor may be the
community and non-residential nature of these institutions. In a real
sense, the /3lack students never leave home. The heterosexual social
problems aro solved by communk rather than college resources.
Another factor may be that these institutions aro more frequently
tuned to accommodating vocationally-oriented students, and that the
aspirations of the black (and white) students entering are less complex
and more effectively facilitated by the educational program. Another
may be the remedial orientations, and the absence of discrepancy in
test or past performance levels between white and black enrollees.
Whatever the reason

'
the absence of strife, and the degree of affiliation

by the black students with their institution is rather remarkable,
particularly against the common observation Of a decade or more ago
that prejudicial activity against Neffbroes was more likely to be
exhibited by whites who were in factthreatened by black academic
and occupational competition.

Confronted with such speculations, however, some of the black
representatives of the senior colleges and universities could not agree.
Instead, they tended to attribute this to the absence yet of the
emergence of black student. leadership. "Sooner or later," one student
predicted, "a leader will rise up among them, and then you'll see what
we've been telling you."

The finding, if the writers interpretation is correct, of a kind of
institution where integration, rather than desegregation, appears to
be occurring, can be viewed as comforting by many who are concerned
with a new social order dedicated to equality of opportunity. Yet, that
the numbers of blacks in the more senior institutions that provide
intellectual leadership for the nation are so few, and that their

iexperiences take on the colorations noted, strongly mply that there
is much research, development, and innovation ahead of national
interests and the real needs of all our citizenry are to be served.

The initial postulates presented in this paperthat some ciitical
barriers to equal access to higher education in our society are subtle,
and that new kinds of instructional strategies and learning environ-
ments must be achievedwould seem to be affirmed.

Federal involvement in equal opportunity must, it would seem, go
beyond legal coercion, and beyond massive financial support of indi-
viduals and institutions as they _pursue their usual goals in their
characteristic ways. The proposed National Institute of Education
must, as a federal agency, assume some leadership role in implemeting
research and developmental activity directed toward:

The more effective pre-college preparation of the disadvantaged by
our public schools, through program elements such as those already
proposed in the Preliminary Plan.4

The more effective recruitment of disadvantaged to higher educa-
tion opportunity, through studies of what factors motivate disad-
vantaged to choose "atypical" higher education settings, and through
showing how the findings may be implemented.

The more realistic orientation of disadvantaged to higher educa-
tional opportunity and to the demands higher education will make
on them.

I Ibid.. pp. 57-60.
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The more effective educational, social, and personal treatment of
"atypical" students in institutions of higher education, toward facili-
tating the inte(rration of these students into the mainstream of college
and Americaj.hfe, in modes feasible to employ in our higher educa-
tion settings.

The determination of better administrative and management

.strategies for higher education in providincr for the needs of -disad-
vantaged students as well as of other students.

At the institutional level, the effective resolution of the more diffi-
cult problem of helping the traditionally black institution to become
an equal partner in the national higher education enterprise.

The more successful infusion of procrramatic. solutions into a kind
of American institution bide-bound, Co a remarkable extent, by its
belief in its tradition, self-sufficiency, independence from outside
pressure, and capability to solve its own problems; and, at the same
time, the better mobihzation of the nevertheless rather ramarkable
resources of American higher education institutions to aid in achiev-
ing the programatic and societal evolution necessary to make equal
opportunity a reality.

APPENDIX

SUMMARY' OF RESEARCH ON VALIDITY OP TESTS FOR PREDICTING ACA-
DEMIC PERFORMANCE IN COLLEGE OP CULTURAL MINORITIES

The question of the meaning of scholastic aptitude test scores for
blacks or other cultural minorities is not new, and a number of rele-
vant previous research studies are available, either as part of the pub-
lished literature or as unpublished institutional studies. The writer
feels it is safe to say that the following conclusions, briefly docu-
mented here, tell a major story.

I. On schola.stie aptitude or achievement tests, Negroes at a
point permitting the begimiing of college training tend to score
significantly lower than Whites.

This fact is too well known to require documentation; a recent rele-
vant statement, however, is that by S. A. Kendrick (1968), who luls
estimated that "not more than 15 percent and perhaps as few as 10 per-
cent of Negro high school seniors would score 400 or more on the ver-
bal section of the SAT (Scholastic Aptitude Test of CEEB). Only
1 or 2 percent would be likely to score 500 or more." It is indeed this
fact that is the pressure, if not the justification, behind current black
student demands for abolition of test barriers. For, if tests are indeed
used to screen applicants, more Negroes than Whites will be screened
out.

2. Published studies of the ability of SAT to predict grades of
black students in predomi»antly Negro colleges, however, show
that SAT is as valid in this kind of situation as it is for whites
in predominantly white institutions.

Typical of studies reporting this finding is one by J. P. McKelpin
at North Carolina College, who reported (McKelpin, 1965) in his study
of SAT and high school grades for predicting (black) students' per-
formance at his institution (italics in original) :
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The predialre randities based on the date for rornmonly used
preedminion ear:able; are as Mgh es those usually reported for
college prAhmen the SAT Acores acrount for eland al per-
rent of the reelation in the gnat's explainable by the dote from
the preadmissimp rarThbles . . . when first semester grade* are
the erikrion. 8A7' scores gire a fair appraisal of the dereloprd
ability of students entering (predominantly Negro) colleges.

lt is tnie, however (probably because of the gross di fTerences between
racial groups noted before), that the use of tests directed at lower edu .
rational levels than the entering college freshmen have sremeu more
useful with Negroes in some instances For example, a recent unpub-
lislwd paper by John Trills of Florida State rniversity aml .hdian
Stanley of Johns Hopkins and Stanley. 196S) is absiracted by
eie authors:

The two snbtests of Level 4 of the School and College Ability
Tests (SCAT) for sehool grades 6-8. ate shown to predict fresh-
man-year grades in the three predomnantly Negm coeducational
colleges of a Southern 4ate considerably better than did the
Scholastic Aptitude Test (SAT). which was too difficult for ap-
proximately one-third of the enrolled freshmen. Relative improve-
nwnt in multiple correlation for SCAT rnmpared with SAT
lessened when high-school grade average became one of the three
joint predictors. apparently because high school grades of SAT-
mid i fferentiated students supplied some of the miming intellective
components.

8. Althourli relativeh- few studies have yet been done of the
validity of SAT to predict 'rrairles for black students in integrated
colleges the arallable erktenre smpport. the conclusion ri0
Orererilr in the lereli of predirtire reidity off SAT for b arks
rft. white* in such in*Htutimpt, hot oho that ; ?I-We-hosed pre-
dict:on formula* are applied to blacks. these *tudent, a., ti group
tend to perform.below the preefietionit.

In the first sophisticated stiffly of the prrdierve value of SAT for
Negro and white students in three integrated er lieges. Cleary (1968)
summarized her findings:

In the two eastern colleges, no significant differences in the
regtrmion lines (SAT predicting grades. blacks vs. whites within
a single institution) were found. In the one college in the south-
west- significant differences were found. hut it was the Negro
scores which were over-predicted. Thus. in one of the three schools
the Scholastic Aptitude Te4 was fonnd to he slightly biased. but
biased in fa vor of the Negm student-

The 'bias' in favor of the Negro student in the Cleary study was a
result of finding, in effect. that at one of the three schools. Negro
students with a given SAT seore and high school tank made lower
grades than white students with identical SAT s-cors and high school
ranks. Thos. if predicted level of performance is used in selecting
among applicants. Negro applicants selected would achieve lower
actual performance levels than their white counterparts, though they
wmild mon likely be admitted.
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A similar finding has been obtained by L. B. Wilson (1969). who
has studied performance and other characteristics of black vs. white
students in four College Research Center institutions. lie eoncludes
on this aspect of his data :

An analysis of the reletiom4tip between Predieted Firshmen
Grade (combining the Mminissions variablesSAT-VI SAT-NI.
Achievement Test nveengr). in(licates that traditional admissions
criteria tend to be at least as correlationallc valid for black stu-
dents as for entering students generally. Triere is moreover some
evidence that predictions made on tlie basis of standard for-
mulism may tend to overestimate the first-year performance of
black students in t he sevensl colleges st lichee

liven more convincing are studies within the last year by Temp
41971) and the writer (yet unpublished). Temp col keted data on black
vs. white students in thirteen colleges over the country. end con-
cluded "If prediction of (. . . the grade point average in college)
from SAT scores is based npon prediction equations suitabk, for
majority students. then black students. as a gnmp. arr predicted to do
about as well as (or better than) they :whinny do.- The writer ob-
tained similar findings in six public iustitutionsin 8 Southeni state.

A surrey of tbe literature by Flangher cites a review by Kendrick
and Thomas (1970). and notes a listst of studiesBoner, (1966):
Hills., Klock. and Lewis (19631 lloberts (1962. 1964) : Stanley and
Porter (1967): Olsen (1967) : Cleary (196S): Morgan ( 196S) :
day 096:0: Thomas and Stanlev (1969) : MeKelpn- (1965) Flinches
(1967) : Perlberg (1967) : and Vetemm (196S). These have involved
SAT. tests of the American College Testing Prngram. and other
similar college level testsboth separately and in combination with
high school grades. Rather than finding in these anr evidence of re-
duced predictive validity (than that typically fomid for white stu-
dents) Flaugher notes that test scores predict as well for blacks and
that in a large number of instances they provide better ()climates of
performance in college than do high school gradesa finding that may
reflect the kinds of secondary schools that as recently as several years
ago most blacks attended.

Mueller also notes a number of applications to prediction of job
performanceTenopyr (1967) : Grant and Bray (1970) : Campbell.
Pike. and Phu-211er (1969)where tests are found to overprediet, not
underpredict job performance when applied to non-whites. Tenopyr
(1967. r. 15) calls it "unfair discrimination (which) however would
favor, not penalize. the Negroes." Flangher adds the explanation af-
forded by Rock (1970) that motivation toward achierement in college
is typically a white middle-claRs phenomenon. and that non-whites
may not be as likely "to utilize to the maximum what. aptitudes they
possess" There may also be problems of less adequate preparation.
poorer stmly skills and the intrusion of anxieties that may arise from
being in a real minority in the majority college eulture. All this reeent
evidence indicates. as in the first Cleary study. that the nse of SAT or
similar tests may lend to aceepting Negri-vs who are poorer academie
risks than lower-scoring whites who may be excluded if similar stand-
ards are employed. This is not to state that such admiR4ons should not
take place: rather these findings are cited to show an absence of evi-
dence -for the frequent claim that tests are biased against Negroes. For
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if there is a bias, it is in the sodal and educational system in which
these students were reared.

.1. if one attempts to make a rase for bias in academie tests
because certain subgroups of the population make lmrcr scores
than others. the eridence points to deficit as a result of cultural
digadrantage rallwr than as a result of racial origin.

Cleary and Ili lton (1968) studied performance on the Preliminar
Scholastie Aptitude Test for grade 12 students in integrated higii
schools. When blacks were compared with whites of similar *Om-
crouton ir ref*. they eoncluded:

From the bivariate plots of sums of itmis scores. it was ap-
parent that there were few items pividncing an uncommon dis-
crepancy between the performance of Negro mul white students.
It mist therefore be concluded that. given the staled definition of
bias, the PSAT for practical purposes is not biased for the groups
studied.

4. Experience with siweial remed:al prorims for high-risk
st ode rots. (e.g.. *Went* irlsow fr*f *PM' onheate l,l, looLohility
of ,,:denvic f(1ilure). or attempts to inipmre fee *row* (and
grnde performanee) by special en/yelling. seem t o indirotc that at
Me res.,/ least unusual efforts mill be needed to i'mprorr neadem;c
performa n ey,

For example. after reviewing a large body of the literature on re-
medial education in the comumnity jnnior college. Roucche (1968)
eoncludes:

The large majority of students who enroll in remedial courses
fail to eomplete thrtse coursrs satisfactorily and are doomed to
failure or are foreed to terminate their education. In one typical
California public junior college. of the 841 percent of the entering
students who enrolled in remedial English. only 20 percent of that
number continned on into regular college English dames.

In a study of the effect of well-eontrived and intensive instruc-
tion (though of short term duration from 4 to 6 weeks) n the kinds of
cognitive tasks involved in scholastic tests. S. 0. Roberts of Fisk tni-
versity and D. B. Oppenlieim of Educational Testing Service found
(Roberts and Oppenbeim. 1966) with students with inadequate in-
struction in the past that "it does not seem reasonable to expect that
similar short term instruction given on a wide scale wo»ld of sig-
nifieant benefit to disadvantaged stndents."

(I. Frani in*fifution fo in*fifnlion. and from year to year, the
specific ral ;flit ies of preodmioion indices will rary.

This is the. matter c widespread experience: it probably results
from a combination of factors: differences in curricula. heterogeneity
of students. differeiwe in institutional evaluational styles. etc. (This
matter assumes added importance in the present eontext. however, for
it is reasonable to asmime that if an ability-frre system of instruction
were developed, then our present convent ional test.= of ability would not
be relevant to predicting success in that system.)

7. lmonq *eninr collo-pi and nnirerftifiri orer the ermntry or
in many Rfafe systems. the traditionally Mark inifitntion* tend to
hare students of lower te*f and high school performance lerels
than arr generally aelatred hn black students attending tradition-
ally, white institnfions: on tests and performance indices how-crer.
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Mr meow, of some inslitoliond groups of Mork student'? ore
II;gher Mon rorrespooding means of some other instifoi;osal
group Of rhile stodeols.

No published reports of this pattern in higher education are known,
although it hos been noted in (he public schools within state or forge
city systems. Doenmentation for a state system of higher education
will be available shortly in a report in preparation by the writer.)
The major implicat ions are two-fold: First, there are traditionally
white colleges where many more black students than apply would not
appear, from proadinissions measures. to be at. a competitive disad-
vantage--although, these are smaller, frequently private, schools that
are not as :Hive as others in mcruiting Mark students. Second, the tra-
ditionally white institutions are nevertheless eroding the top of the
black talent pool. if talent is measured traditionally. and manv tradi-
tionally black inst it nt ions will shortly be able to demonstrate ale effeet
of lower levels of talent than they have previoasly enjoyed.

What may be drawn from these conclusions, if they arc indeed es-
sentially correct ? The writer feels stmngly that further exhaustive
study of our present tests and potentially restrictive admissions pro-
cedures take time, energy. and more importantly. attention away from
the real issue. That is. we need in higher education to focus instead on
the stmly of curricular, instructional. motivational and total educa-
tional environment. strategies that may ease or void whatever cultural
disidvantage exists, and that may permit real and rewarding learnitm
experiences for these students. Then, research involving tests should
be directed not toward proving that our current measurement proce-
dures are biased or are not biased, but rather toward creating new
measures that may facilitate their identification of what settings and
what instructional strategies are effective with what kinds of stn-
dentswith behavioral objectives set in terms of the :weds of society.
not, in terms of the seeming limitations of certain identifiable sub-
groups.
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WOMEN IN ACADEME

By PATRICIA ALBJERG GRAHAM

American colleges and universities, struggling to accnstom them-
selves to the state-of-siege mentality In Which, it seems, their present
and futnre work nmst be carried out, are in for another round of
crisisthis one dealing with the "woman question." In colleges and
universities throughout the country. high pressure has been applied by
women intent. on securing rights equal to those of men in academic
position and preferment. In this atmosphere. many academic admin-
istrators nmst look wistfully back to the first two centuries of higher
education in the United States, when women were simply excluded
from collegiate precincts. From the founding of Harvard in MO to
the opening of Oberlin in 1837, it was not possible for a ymmg WOMall
to attend college in this country. By the mid-19th century:some Ameri-
can colleges had begun to admit women to their classes. in response to
prmsures similar in some respects to those effecting higher education
in the rnited States today. One source of the pressure was ideologi-
calthe conviction that women were entitled to the same educational
opportunities as men. From this stinmlus. which. significantly, was
contemporaneous with the abolition movement. came the establishment
of minim] colleges designed specifically for women: and of others
winch admitted both men and women. But the major impetus for
women's higher education came in the secoml half of the 19th century,
a time of dire economic need for many colleges. caused chiefly by
shrinking masculine enrollments. The sag in college attendance was
attributed to the Civil War. to economic depressions, and to dis-
satisfaction with the college eurriculum. College trustees and presi-
dents saw women as potential sources of tuition revenues that would
permit the colleges to remain open. The principal reason. then.
"or the 19th-century breakthrough in admitting women to colleges
with men was economic rather than icknlogical. and these circum-
stances were not highly cohdueive to developing plans that would
take patticular account of the educational needs of women. Even such
state institutions as the rniversity of Wisconsin first admitted women
durin:; the Civil War when many men students had joined the army.

In the present movement toward coeducation at sonie of the well-
known single-sex colleges. particularly Princeton. Yale. Vassar. and
Sarah Lawrence, economic considerations are again an important basis
for the deeision to admit members of the opposite sex. The current
financial dilemmas of many colleges and universities are well known
but the cure is no longer simply a matter of enlarging the student body.
Although these institutions are not tihort of applicants, some of them at
least believe that the most outstanding high school graduates are
choosing other. coeducaticaal colleges because of a desire not. to be
isolated from young persons of the opposite sex. This is an economic

See footnotes at end of attfele.
11171
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argument of a rather more sophisticated type. based on considerations
of human capital. In some cases the admksion of women follows by
several decades the abolition of quotas for.lews and. more recently. the
initiation of efforts to admit blacks. Again. the pnrallel with the mid-
19th century is striking: the women's rights advocates rode the coat-
tails of the abolitionists imich as the cnrrent feminists are trailing the
black power movement-

TI1E CURRENT SITCATION

What, then, is the current sit nation for women in academe? Women
constitute about IS percent or the staffs of institutions of higher edu-
cation. being dirtrilmted principally at small colleges and universities
and in the lower ranks of other institutions. They tend to be concen-
trated in such fields as education. social service. home economics, and
mirsing. For example. 6 of the 11 women who were full professors at
the University of Chicago in 1965-69 (there are 464 men full profes-
sors) were in social work. At present 2 tiereent of the full pmfessors
at the University of Chicago are women. in contrast to 8 percent at the
tnm of the century, when Chicago was (as it still is) one of the top half
dozen universities m the nation. Alice Rossi reports 1 that 30 per-
eent of the Ph. A's awarded in sociology go to women but that only
1 percent. of the full professors in sociology in top graduate schools are
women. 5 percent are associate professors. and 39 percent are subpro-
fessorial appointees. such as 'research associates."

After the Civil War very few colleges were established solely for
men. the major exception being Homan Catholic institutions. The most
important. women's eolleges were still in the East, where traditional
institutions of the Ivy Leagueas it would later be calleddominated
the educational scene: these. on the whole. saw no need to include
women. In the West, where endowments were small or nonexistent and
the financial pressures were greater, resistance to the admission of
women was much less. There the critical institutions were state univer-
sities, and by the turn of the mammy most were coeducational. There.
too, the denominational colleges, limited as they were in endowments
and dependent upon tuition. and now in competition with the less
expensive public institutions, freqnently became coeducational. The
argument is sometimes made that the important role the women on
the frontier played is substantially responsible for the greater degree
of coeducation in the West. Although this may have been a factor, it
seems not to have been as determining a one as the economic considera-
tions. or as the nascent women's rights movement, which was heavily
eentered in the East. Well into the 2t1th century the single-sex colleges
in the East remained the prestigious places for yonng women to be
educated.

By 1920 women constituted 47 percent of the undergraduates in the
country ani were receiving roughly 15 peirent of the Ph. D.'s. In 1930
the proportion remained about the same. Today women constitute only
40 percent. of the undergraduate student body and receive about 10 per-
cent of the doctorates. The total number of students. of eonrse. has in-
creased enormously during these years. Although the percentage of
women receiving doctorates is rising gradually from a low in the late

Sot% footnotoq at flul of article.
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195trs and early 1960's. it still has not readied the high attained in the
late 1921Th. Various siudies have also shown that between 75 and 90
percent of the "well-qualilied- snidents who do not go on to college are
women.

l'he pereent figure for the proportion of full professors who are
women also applies at Stanford rniversitv, where 15 percent of the
graduate students are women. At Cohn »Ain rniversity, which has
probably granted more doctorates to women tlma any other institution
and has for years enrolled a high proportion of women in its graduate
departments (about 26 per(ent ) , just over 2 percent of the foil profes-
sors are women. Barnard College. the women's undergraduate division
of Columbia, which has its own faculty. for many years in the first
third of the. 20th century hired women primarily, as did most of the
other women's colleges. Since World War 11 the proportion of men pm-
fessors has risen steadily. Barnard still has a higher proportion of
women on its faculty than any other of the "Seven Sister- colleges
(only six of which have separate faculties), probably because there are
more highly educated women in New York City than in Smith Hadley
or Poughkeepsie. The representation of women at Barnard in 1968--
69 in the professional ranks is still weighted heavily at the bottom, with
women constituting 82 peirent of the nonprofessorial tear.hing
04 percent of the assistant profes.Qors. 54 perce»t of the associate pro-
fesz.virs. and a mere 22 percent of the full professors. Nonetheless,
Barnard still has a woman president, whereas only one of the other
five faculties (Wellesley) is presided over by a woman. Mary I.
Bunting heads Radcliffe, lmt it does not have a separate faculty. In the
last 5 years men have replaced women presidents at Vassar, Bryn
Mawr, and Sarah Lawrence. Both Smith and Mount Holyoke have
men presidents. Kirkland. the newest bidder for prestige as a women's
coordinate college, has a man president.

Recent studies, such as Helm S. Astin's,2 indicate that, contrary
to the dire pronouncements of some graduate school officers, women
who receive Ph.D.'s are likely to use them in a professional capacity.
Ninety-one percent. of the women who received doctorates in 1957-58
were employed in 1901. and 79 percent of them had not interrupted
their careers during that time (2, p. 57). Even more startling to thoe
of both sexes who assume that the reason women are not in better posi-
tions is that they do not publish enough is the research of Rita Simon,
Shirley Merritt. Clark. and Kathleen Galwav,3 which showed that
married women Ph.D:s who were employed full time published slightly
more than either men Ph.D.'s or unmarried women Ph.D.'s.

Other studies, such as one made by Lintl,vy R. Harmon and another
by the National Academy of Sciences (WAS), report, on the basis of
various mensures, t hat women doctorate holders have somewhatgreater
academic ability than their male counterparts.' Further. women
who were married at the time of receiving the Ph.D. were more capable
academically than their unmarried female contemporaries. None-
theless,, the fate of married women Ph.D.'s is somewhatdiscouraging.
The NAS trport states:

'Tn general, the rate nt which women nehiere the status of fnll professor is
slower than for men, the aremre leg rarying from two to fire years in the blo-
sdences and np to much as a decade in the Racial sciences. There is a marital
status difTerence also. Considering data on women for ail fields combined. the

See footnoten at end of article.
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Singh. Wf mien lemi the married ones by five to 10 years. At nny given time. 10 to
20 per emt more of the single than marrkd women have achieved full professor
sta t us."

Not surprisingly, the NAS also found that the salaries received by
married women in general were 70 to 75 percent of those received by
men at the same interval after receipt of the doctorate. Salaries of
single women were more variable, but on the average they wero, some-
what higher than those of the married women, though still markedly
lower t lion men's salaries.

POSSIBLE EX PLA NATI( PNS

Di8rhninatio1. Ow can think of various explanations for the con-
siderable discrepancy between the ability and the professional posit Mn
of women Ph.D's One possibility is overt discriination. but obvious
disregard of women scholars is not as common today as it was in ear-
lier vears. The confident announcement of a senior professor in a lead-
ing history department less than 10 years ago that, as long as he was
a member of the department, there would never he a woman probssor
in it was at the time accepted without a murmur. Ills view held sway
until his retirement. Now, in that department of nearly 50
members. one full professor and one assistant professor, both in eso-
teric specialties, are women. Explanations given by the department for
the absence of women from the populous fields of European and Amer-
ican history are vague. For many years about 15 percent of the grwl-
nate students in that department have been women. The diseriminat
is now lunch more subtle and le.ss easily countered.

»ternal anibiralance8. Preeminent among the reasons for the poor
representation of women in the higher echelons of the professional
world is a psychological-cultural one. Ellen and Kenneth I:eniston of
Yale University have written perceptively about the "internal ambiva-
lences !. that most American women feel about combining career and
family.5 These ambivalences are especially acute in the years be-
tween 18 and 25, years which, in this society, men generally devote to
intense preparation for a career. For women these years are likely to
be a time in which seek affirmation of their feinininit, an activity
likely to be at variance with sericos vocational commitment. These
activities are certainly not the only ones young people engage in. but
they are likely to be the ones invested with the greatest psychic onergy.

Some young women are able to do graduate work and to do it well
in these yearslbut few pass through this period without severe qualms
about the desirability of planning for a demanding professional iie.
Men, too, are beset by a variety of dm:bts during these years, lint for
the majority of them, at least, academic success does not bring sub-
stantial psychic problems as it does for women. Matina Horner has
recently given unfinished stories, identical except for the name of the
protagonist, to groups of young men and women for comment.° In
one set "Bill" is at the top of his medical school class; in another set
"Anne" is at the top. Both the young men and the young women be-
lieved that Bill was headed for a bright and happy future whereas
many believed that Anne would face many problems as a result of her
academic achievement. Matinn Horner concludes,

See footnotee at end of ankle.

125



121

"For women, then. the desire to achieve is often contaminated by what 1 call
the inotirc to aroht succcm. I define it as the fear that success in competitive
achievement situations will lead to negative consequences, such as unpopularity
and loss of femininity."

To expect young women to buck the cultural standards for females
is to demand of them much more than is expected of any man attempt-
ing to succeed in his field, since men are supposed to be successful. The
problem for young women is not eased by the fact that they see few
women occupying positions of importance in the academic, profes-
sional, and business worlds. Some of those who are there are unmar-
ried, and few young women deliberately choose the single life. Others
are the rare individuals who mainige to marry a brilliant. and success-
ful husband, have five children, write intelligently on a variety of
topics, imsume a major administrative position, and at the age of 40,
be featured on the beauty pages of a woman's magazine. Most young
women right ly recognize such an achievement as truly cxcept lona I, and
girls in this society do not think of themselves as conquerors of the
world. "Models" of this sort sometimes lack effectiveness because nn-
dergraduates simply refuse to aspire to such heights.

Aspiration. and expectation. The problem of aspiration is closely
tide to the internal ambivalences. If one is uncertain about whether
one should have a career, one cannot. aspire, either publicly or pri-
vately, to be an art historian, a plasma physicist, or a professor of
philosophy. Women's low expectations for themselves so infect the
society that both men and women refuse to think of women as gen-
erally likely to occupy important posts. A riddle currently popular
in the cocktail party circuit concerns a father and son driving down a
highway. There is a terrible accident in which the father is killed, and
the son, critically injured, is rushed to a hospital. There the surgeon
approaches the patient and suddenly cries, "My God, that's my son !"
The group is then asked how this story can be true. All sorts of replies
requiring immense ingenuity are forthcoming: complicated stepfather
relationships are suggested, sometimes even artificial insemination. Al-
most invariably the storyteller must supply the answer: "The surgeon
is his mother."

The problem, then, of aspiration and of expectation is acnte. The
Kenistons have pointed to the absence of an aristocratic tradition in
America as one factor depressing the level of women's aims. They
point out that in Europe "women of the upper classes have liad enough
leisure and freedom from family needs to permit them, if they choose,
to 'work' outside their homes." Except. in the South and possibly in the
Boston areaboth places which have mirtnred a number of unusual
and talented womenthe United States has lacked, not to say discour-
aged the growth of, such a leisured class. The South, which in this
respect as in so many others does not fit the usual generalizations,
has prodnced some of the best-known contemporary writers in Amer-
ica, such as Flannery O'Connor, Katherine Anne Porter, Eudora
Welty, and Carson McCullers.

But Boston and the South cannot change the nation, much as both
have sometimes wished to try. There are few hard data on the question,
but the number of women Ph.D.'s in the United States today who have
close t ies to another cultural heritage is probably substantial. For exam-
ple, both the first woman full professor at Princeton (who was ap-
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pointe(l to the professorship in 1968) and the recently named special
assistant to the president for coedueation, at.l'ale, the former a Ph.D.
in sociology and the latter a Ph.D. in chemistry. came to tlw I mted
States as young girls, one from Austria and the other from (/ernmnv.
The author of the most recent major work on women herself
grew up in Greece. A leader of the Cohnubia Women's Liberation
Movement is English. All these women have direct experienee with
:mother cult are and presamnbly recognize a greater varwty of options
for women than the stereotype of middle America currently exem-
plified by Mrs. Nixon and Mrs. Agnew.

Another snbstantial category of women Ph.D.'s is comprised of the
danghters of professional women. Leanted pediatrivians and psychia-
trists to the contrary, the dannliters of working mothers seem more
indined to pmsne definite career patterns than other women an.. My
Own nuit her relpived her Ph.D. in 1925 and taught in Ala Immo State
College for Women until her marriage a nd then only sporadically
(she was a victim of the nepotism mile). When Princeton hired its
first female assistant dean this year. the university selected a woman
whose mother is director of the New Jersey State Comic)! on Aging.

Ihinting's mother was a leader in pithily education in New York
City.

No &milt Princeton and otl.er universities are completely mmware
of the. way in which their women lit into these three major categories,
lint the lit is striking. Ineidentally. Princeton's second woman full
profe.:sor, who will join the faculty in the fall of 1970, is a Virginian
by birth.

The "internal ambivalences.' remain for the girl of more or less

ordinary ability. If she. wants to marry, bear children, and also have
a serions and responsible position. whom can she find to exemplify
such a pattern? Unless she has gone to one of the women's colleges.
which still have larger proportions of women faculty than coeduca-
tional institutions have. she is not likely to find many models, although
probably more now than she would have found 5 or 10 years ago. If
sho is impolitic enough to suggest that something is wrong with a
society in which it appears so difficult for a woman to achieve these
kinds of goals, she is likely to be subjected to the harshest kind of
argmnentnot anger lmt ridienle, as evidenced by the recent article
m tfarper'R by a young. Harvard gradnate who had returned to the

mted States after several years in Europe and found to his consterna-
tion that a feminist movement. was under way. In her formative state
she may well oet out of a Ph.D. program or accept a "research asSo-
ciate" position instead of holding out for the degree or the Imistant
or associate pmfessorship she deserves.

PlIblieni in». Another major reason usually given for the low propor-
hon of women in top positions in universities is that they do not pith-
lush. This may well be time. despite the Simon-Clark-dalway study.
which indicated that married women Ph.D.'s publish slightly more
than men Ph.D.'s do. Simple immbers of items on bibliographies are
not a pule to quality. Probably one of the most important. reasons
why most. women Ph.D.'s do not. publish as widek as men Ph.D.'s do,
if thls mdeed tnie. is that they are. not put into positions in which
they nuist- Research and writing for publication are not. easy. and a
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what she finds increasingly difficult to find, is household helppersons
who are competent and reliable and will assist her in caving for her
children and nmning her honse. Day care centers are certainly needed,
but even they do not solve the problem of having to vacuum the living
room and change the beds.

The suburbw:. syndrome. Mated to the problem of time and of in-
adequate household help is the suburban syndrome, in which both of
these problems are necentunted. More and more Americans live in out-
lying urban area, and it becomes harder and harder for wives do find
jobs that do not take them away front their homes for long periods
of the day. If one must spend 3 honrs each day commuting and then
come home to perform the customary domestic chores, the amount of
energy left at the end of the day is small indeed. In suburban com-
munities doniestie help is notoriously difficult to find. Complicating the
picture even further is the usual social custom of such towns, in which
people generally entertain at dinner parties in their own homes. In a
city it is still possible to entertain one's friends by taking them to res-
taurants or concerts, but in many suburban communities there are no
public farilitks where one can spend a pleasant evening. The home
and the overtired woman are expected to provide the serene environ-
ment in whieh friends can enjoy themselves. An obvious solution is
simply to reduce one's social life to the barest minimum, but this ex-
ceedingly common way of (feeling with the problem works hardships
on the professional woman's family and on the woman herself.

The nepoti.vm. rtile. A final obstacle that a woman Ph.D. (or some-
times her husband) fares is the nepotism rule, written or unwritten,
that still prevails on many campuses. Although more and more institu-
tions are now willing to have two members of the same family teach-
ing in one institution. few regard with enthusiasm the prospect of hav-
ing a husband and wife in the sante department, particularly if both
are at the professorial level. Since many professional women met their
luisbands in graduate school (the proportion of women Ph.D.'s married
to Ph.D.'s m the same field is very high in all fields except that of
education, where women are less likely to be married) the question
of husbands and wives being employedin the same depahment is very
likely to occur. Rarely is the wife given the superior appointment.
Typically she takes a job in another institution or works part-time as

'.researcli associate" at her husband's institution.

CORRECTIVE MEASURES

If these are the problem that affect professional women on academ-
ic faculties, what are some of the steps institutions might take to al-
leviate them ? Until very recently universities were, on the whole, not
conscious of discrimination against women. Administrators were
and many still are--fond of making pions statements to the efTe that
all persons were treated equally7 that none was discriminated against.
To say this is to raise the question of what "equality" really is. Is it
simply applying the same rule in all situations, or is it rather recogniz-
ing that the rules themselves may favor one grroup over another ? For
many years we gave standaidized I.Q. and achievement tests to young-
sters and assumed that we were treating them equallr because we were
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giving all students identical tests. In recent years we have conic to see
t he fa !lacy of this policy, aml we recognize that, these tests him a. "cul-
tural bins." Although they met the standard of abstract equality, they
failed to meet the coutl)arnhly important one of actual equality. So it
is with ninny of the policies in the university, which apply primarily
to mcn. Women who wish to teach. niust, meet these simihtrly "culturally
biased" standards, and what is called equality in academe is only ab-
stract equality and not, actual equality.

Appointment to senior faculty and administrative posts. In order to
rich 'eve genuine or actual equa I ity for women, col leges nud universities
need to make sonic adaptations. Preeminent, among these is the need
to recognive women's situations in their own academic communities
and then to support them adequately. Probably the most important
single factor in creating an environment that is as hospitable to the
aspirations of women as to men is to appoint wonien in significant
numbers to senior faculty and administrative posts in the university.
Just, as "tokenism" has been rejected for the blacks, so it must be
repeted for the less militant feminine majority. The appointment of
women to faculty posts will pmvide evidence for both nude and female
students, anti for facult y colleagues, that tenehing and scholarship of
the highest stamhirds can be attained by women as well as by men.
The presence of women in senior administrative positions will also
encourage the able young undergraduates and graduate women at the
muversity to believe the t a secretarial career, even a glorified one,
need not be their vocational ambition, and it will remind the young
Men who will later be employers of women that women too can be
expert. executives. Male professors slmuld see successful won ien of their
own age among their colleagues, in order that, the entire facultr can
justifiably eneourage women students to pursue additional studies or
accept demanding positions that are in hne with their talents.

No doubt it is also necessary, on most campuses, to increase the num-
ber of young women in the junior faculty and administrative positions
at the university, but, this is generally neither as crucial nor as difficult,
as the senior appointments. Many mature male professors find it, much
easier to appoint young women to junior and subordinate positions
(where they have little power) than to appoint women of their own
age to positions truly equivalent to their own. Sometimes it is possible
to appoint women of mature years to junior administrative positions
which might otherwise be filled by bright young men, but this kind of
appointment may be more damaging than no female appointment at
all. Few intelligent, alert coeds look forward to being rewarded in
their middle years by promotion from departmental secretary to
administrative associate when other administrativeassoeiates are 25-
year-old men. At one leading university three assistant deans were
men in their twenties or thirties; the fourth was a woman in her fifties.
Many traditionally coeducational colleges are now replacing the sep-
arate dean of women and dean of men by a dean of students. Generally
this reorganization, which is thought to be "progressive," means that
a man is appointed. At one Midwestern state universitywhere this was
done the Dean of Women was nationally known and widely respected.
The Dean of Students, who became her immediate superior, had no
standing outside the community and not, mucli locally, but he was of
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the same sex as the all-male administration of the university, which
lnul been comhwational since its founding in 1869.

Ideally the wonwn at the university should represent a variety of
life styles. just as the male faculty members do. Some should be dedi-
cated, and probably single, scholar-teachera, and others should be
women who manage MINT:is fully to cope with the demands of academic
life and of honw and family. Some may lw concerned with the partien-
htr edurational needs of women students, but others nmy not. In ap-
pointing women j)iOftSSoP th institution will look first for scholar-
limiss and teaching ability, not militant feminism. As the number of
women on the faculty grows, the responsibility of individual women
for exemplifying female academic accomplishment will decline, and
this is as it should be. When there are but a few women on n faculty,
excessive demands are made upon them; not only must earb fulfill the
usnal academic requirenwnts but slw must serve as the token woman
on all kinds of committees.

Part-time professorial appoi» talents. If the arademic institutions 'Jo
move vigorously to 'appoint more women to their fitculties, they might
well consider expanding the number of part-time professorial appoint-
ments with full perquisites. "Part-time" lms a poor reputation among
academie administrators, largely because it is assumed that the part-
time person is one who is in effect "moonlighting" from a full-time job.
With women seholars tltis is not quite the case. They have no prior
institutional loyalty or obligation. 'Women scholars, particularly those
who are married, might welcome the opportunity to teach on a part-
tune basis with full p!..ofessional recognition. The demands on their
time and energies at home are often comiderable, as noted above, but
at present. if they wish to be taken seriously in their fields, they must
accept full-thne positions. To do so frequently requires an unusual en-
dowment of energy. If they do liot wish to teach full-time, they are
generally consigned to the ranks of lecturers and instructors, where
they are not eligible for sabbatical leaves and other academie per-
quisites: Such circumstances tend to depress the status of women in the
untversity and do not foster conditions in which they are likely to do
research, which is the major means of getting out of the lower-ranking
positions.

If universities permitted and even encouraged departments to ap-
point persons to assistant, associate, and full professorships on a part-
time basis, they would be able to staff their mstitutions with persons
of diverts interests and specialties whom they could perhaps not afford
to employ on a full-thne basis. In large departments these persons could
supplommt the traditional offerings, and in small departments which
are not schetbded for substantial growth they could provide some of
the necessary breadth. At senior levels, the university could select out-
standing persons of proven accomplishment at salaries roughly com-
parable to, or leSs than, those now paid to lecturers and instructora.
More imaginative research appointments for women might also be
made along these lines.

Full provision needs to be made for opportunities for part-time
faculty to shift to full-time status when the individual and the depart-
ment agree that such a change would be desirable. Similarly, tenure
.should be available to part-time professors, just as it is to full-tune
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ideally another book, has been completNl. This 0- or 7-yen r period
coincides with a NVOIIINCS Childbearing years, and, if one assinnes that
the couple wants two children. both are ordinarily born before a
woman is 3:i. Therefore, the greatest pressures both for scholarly pub-
lication and for domestic performance coalesce in these years between
the ages of 28 and 35.

One way of handling this diflicnIty is to grant women assistant pro-
fessors an automatic 1-year extension, before the tenure deeision is
imule, for each pregnancy they have, up to a maximum of two, during
their nontenure years. This addition of 1 or 2 years before they are
subjected to the scrutiny of their colleagues for the tenure decision
would give them some additional time to complete the scholarly work
necessary to justify promotion. Should they prefer that the temire
decision be made earlier, tliis could be done.

ifte.vbands and 'Wyo.. on the same Penny. Another policy that col-
leges and universitici would do well to adopt is one that permits hus-
band and wife to serve on the same faculty. Twenty percent of the
wives of junior faculty members at one prestigious university have
Ph.D.'s, yet none is a member of the faculty. At a large Midwestern
university throughout the 1930s, 1940's, and 1950's, one faculty wife
publislwd over two dozen articles and one book and coauthored two
other books with her husband, yet; was never permitted to become a
member of the department, despite a 'research record superior to that
of all but two members of the impartment. Obviously, having both
husband and isife on the faculty can lead to some awkward circum-
stances, particularly if both are junior members of the same depart-
ment. and only one promotion can be made. Tlm other frequently cited
difficult case is that in which one sponse is n tenured member of the
department and the other is up for lamnotion. The supporters of
nepotism rules cite such cases with great. alacrity, and they are abso-
lutely right in pointing to the possibilities for hard feeling that can
develop within a department. Nonetheless, the case is rarely made for
the advantages of having two members of a family employed at the
same institution. In this era of considerable faculty mobility and de-
clinin ig institutional loyalty, one way of insuring faculty support s to
employ both liusband and wife in positions commensurate with their
ability and training. A husband and wife who both enjoy their work
will be much less inclined than a single, individual to heed the siren
call of another university. In those fields in which collaboration is
essential to research, husbands and wives are often much more effective
as a team than either would be alone, hence the university is brought
distinction by having both members on its faculty.

Although the problems should not be minimized and any depart-
ment.thinking of hiring such a husband-and-wife team should examine
the situation carefully, any university rule which explicitly forbids
such a practice should be abolished. Departments and senior faculty
members should be strong enough to say starkly that only one spouse
will be hired because only one is really wv,nted or needed, rather than
dragging out a university regulation that officially prohibits the prac-
tice. The proportion of women Ph.D.'s wbo are marriei is increasing,
and the nepotism question will become more acute.
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Day care centers. A great boon to women faculty members with
children would be the establishment of university clay care centers.
In these days of constricted university budgets this recommendation is
perhaps the most expensive of all to implement, but it does deserve
careful consideration. On those many campuses which now have nur-
sery schools in connection with their School of Education prooTams
for training nursery and primary school teachers, it would protbably
not be very difficult to convert these laboratory schools, which now
function for the convenience of the School of Education, to all-day
centers. For mothers to have a place where they can leave their chil-
dren, confident that they will be well cared for, would be a tremendous
help. Ideally these centers should be open to all employees and stu-
dents of the university, with preference in admission given to children
of women attached to the university. Thus the women graduate stu-
dents who have children would have a real chance to finish the work
for their degrees despite their maternal responsibilities. Similarly,
women employed by the university in food services and custodial ca-
pacities would have a much better place to leave their children than is
frequently now the case.

A. less ambitious aid than a day care center would be a placement
service for domestic workers maintained by the university for the use
of women faculty, administrators, students, and employees. Most uni-
versities have an extensive employment office in which they screen ap-
plicants for various jobs in the university. If this office would also
supply names and references for persons willing to do cleaning, house-
keeping, or babysitting, this would be a tremendous help to women
working at the university. Astin found in her study of women receiv-
ino. Ph.D.'s (2, p. 101) that the difficulty of finding adequate domestic
he was their single greatest problem.Td)

urriculum changes. A recommendation less directly tied to insuring
the full participation of scholarly women in the university life? but
nonetheless related to it, concerns the curriculum. Departments within
the university should be encouraged to review their departmental offer-
ings to be sure that women's experience is given adequate treatment.
English courses in biography, for example

1 t?mioht well cover women
subjects as well as men. Anthropology courses might give considerable
attention to male and female sex roles in various cultures. Courses in
American social history could probably do better by the experience of
American women in the 19th century than the usual hasty reference
to the Seneca Falls convention and the suffragette movement. Much
greater sophistication is needed to deal appropriately with women's
historical experience: theparticular psychological and cultural fac-
tors affecting women at a given time are poorly understood. In this con-
nection the professional associations such as the American Historical
Association or the American Psychological Association, can be of gen-
uine service by sponsoring sessions at their conventions on questions
of this kindtso that historians and psychologists can become aware not
only of the issues but also of what some of their colleao.ues are doino.1, t,
about them.

0 ontinuous avview. Finally, most colleges and universities would
benefit from appointing a senior administrator, or establishing a com-
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mittee, to keep under continuous review the status of women on their
own campus. This would in effect bo an individual or a group lobbying
effort for tho cause of women at that institution. The administrator or
committee would be concerned with matters such as faculty salaries,
making sure that women and men received equal compensation for
equivalent services. On most campuses somo change needs to be made if
women are to have truly coital access to the opportunities of the in-
stitution, and change usually does not come., in a university or nay
other institution, simply on the basis of goodwill. Some steps need to
be taken to assure that tile needed alterations will take place, and these
are not likely to be taken unless soine person or group recognizes that
the responsibi ity for elutnge is theirs.

Generally a university does not create a lobby within itself in order
to create change. In that, too often administrations are forced to mod-
ify poiicies as a result of lobbies within the university that the ad-
ministration did not foster. Unlike many other constituencies within
the university community, women undergraduates (and to a lesser de-
gree women graduate students) have not yet pushed for the cause of
women on their own campus. Many women scholars on the faculty
have not done so either, although sucli activity is now being initiated on
some campuses, chiefly among the younger women faculty members
and among women teaching assistants and graduate students.

The frequently drawn analogy between the status of blacks and of
women in this society is perhaps least appropriate here. There is
indeed much historic shnilarity between the two groups, particularly
in regard to the way in which their respective heritages have been
ignored, the patronizing nmnner in which both are. treated, the eco-
nomic discrimination both sutler, the inability of both to "pass" as
members of the dominant race or sex, and, finally, the reluctance of
some of the successful members of both groups to assist younger and
more militant members to attrin more satisfactory situations. In two
critical areas, however, the analogy does not hold, and both of these
are germane to the academic situation. One is the reluctance of young
women, unlike young blacks, to band together to push for their own
causes, and the other is the vastly more complicated relationship that
women have wit)) theit. so-called oppressors, males, than blacks have
with whites. Unlike blacks, who can indeed develop a separatist mode
of life, women as a group cannot. In the. core of their lives they are
deeply involved with men (whereas blacks are not inevitably tied to
whites), and the nature of that bond is such that, for many women.
an overt attack upon the male establishment is not possible. A major
goal of the rapidly developing militant, feminist groups is to increase.
women's sensitivity to their plight in this society. To do this many rely
heavily upon informal conversations of women in small groups in
which an effort is made. to build a group solidarity. The hove is that
these closer ties with other women will help "emancipate.' women
from their dependenceeconomic, social, and psychicupon men.

A HARR oproirruxrry

So far the radical feminists have been most, successful among women
in their twenties and thirties, not yet among undergraduates. This
laggardness in feminine militancy on the campuses gives university
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talministrations an opportunity to act to impme the status of women
on their campuses before being confronted with demandsan oppor-
tunity of a kind that is rare these days. Difficult as it is for an academic
nista ution to gird for change when danger is not imininent, the pres-
ent moment Is a time when uni%.ersitks can assume the leadership they
have so rarely exhibited in these years of confrontation politics.

I Alive Rossi reported these figures and other related data to the general business meeting
of the Amrlean Sociological Association on 3 September 1909. They were summarized
in a mimeographed (iocument, "Status of Women in Graduate Departments of Sociology :
199S-111)." circulated by the Women's Caucus of the American Sociological Association ;
for .x(erpts,liee Science 1M1, 3Sfl (19(M).

u H. S. Astla. WoMaa Doctorate in America: Origins, Career, and Family
(Russell Sage Foundation. New York, 1060).

3 U. .1. Simon, S. M. Clark, K. Galwny, Soc. Probl. 13, 221 (1967).
I I,. R. Harmon, "I Ilgh School Ability Patterns, A Backward Look from the Doetorate."

Set. Manpower Rep. Xo. 6 (011Ice of Scientific Personnel. Nation 41 Research Council, Wash-
ington, rte., 19o5) ; Careers of PhD's. Academic v. Nonacademic, A Second Report on
Follow-ups of Duetorate Cohorts, 1934-60 (National Academy of Science, Washington, D.C.
19014).

3 E. Keniston and K. Keuiston, Incr. Scholar 33, 355 (1904).
^ AI. Ilorner. Psychol. Tudny 3, 30 (19(19) ; Ibid. p. 62.
7 Reported In New York Times, 5 Mar. 1967.



OPEN EDUCATION : CHANGING SCHOOLS FOR CHILDREN

By EDWARD A. CHITTENDEN

Interest in "open education" has been o.growin at such a, rapid rate
durin 0. the past two or thr iee years tluit t may be considered f o reflect
an edUcational movement of significa nt proportions. In part this trend
has been stimulated by the reforms fromg on in the British .primary
schools. To a greater extent it testifies to the growing conviction on
tlie part of parents, teachers and students, that our schools must some-
how become more humanizedmore responsive to the people they serve
and less controlled by institutional routines and technological require-
ments.

At present this movement is loosely defined, as it has grown out of
a variety of influences and encompasses a wide variety of educational
programs. This paper attempts to identify issues which constitute the
core elements of this general type of educational change and considers
some hnplications for prcgrtuns of research and evaluation. Although
the paper centers on kindergarten and elementary school education, it
is believed that these issues find parallel expression in changes ,:ttr-
reittly going on at. the secondary school and college levels.

It should be noted at the outset that the rapid growth of interest, in
open education has brought with it the hazards of-well-intentioned but
hastily formulated attempts at reforming the schools. Judgingfrom

ithe literature and from experience in the field, there are various nter-
pretations of what "open" education is and what it has to offer. Some
school systems are introducing "open education" through administra-
tive fiattrying to create instantly the, kinds of programs that, by de-
finition, require a :mbstantial period of growth. In some schools there
are isolated teachem who experiment in protest against the larger
systems but who rarely have an influence beyond their own classroom
door. Tn still other schools, walls are knocked down and the ages are
scrambled, but not much thought is given to why these actions are
undertaken or whether anything else should be changed. Finally, in
reacting against the rigidities of the conventional curriculum, manv
educators perceive open education to be a rationale for "laissez-faire."
classrooms in which adult planning is thought to be relatively unim-
portant or even harmful. Such experimental efforts can lead to better
ways and may thus represent first steps in new and better directions.
But they can also lead to disillusionment and to premature rejection
of that which is sound in the movement toward "opening-up" the
sch ools.

It sh ou 1 d be obvious f rom these prel i m i nary remarks that tl e phrase
c`open education" is not a very satisfactory one with which to designate
a collection of educational approaches which mav share only a few fea-
tures in common. Other labels Mine to mind : "informal ;" "unstruc-

(132)
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tured-; "British infant school model"; etc. For the present time, how-
ever, as programs undergo definition and re-definition. "open,- being
freest in connotation, may be the most use ful

INSTITUTIONAL MINDLESSNESS

If one criticism could he said to be the key to undershinding current
interest, in open approaches, it would be that our pithlic schools have
become institut ions of lifdess routines. The schools are accused of being
utterly unresponsive to the needs of their constituents . .. their chil-
dren, their teachers, and their parents. It is claimed that curricula,
methodologies, and regulations, are carried ont in such a way that the
staff and the chi klren are caught up day after day, in an enactment of
maim exercises, in community after community, all of which (roes
under the

t'enise
of education. The widely read accounts of such teacl7er/

writers asHolt (1964), Kohl (1967) and others have done much to
stimulate thought about these issues. In a recent comprehensive study
and critique, Silberman has documented the lifelessness and oppres-
siveness of many of our schools. He summarizes as follows: "Because
adults take the schools so much for granted, they fail to appreciate
what grim, joyless places most American schools are, how oppressive
and petty are the rules of which. they are governed, how intellectually
sterile and esthetically barren the atmosphere, what an appalling lack
of civility obtains on the part of teachers and principals, what con-
tempt 'they unconsciously display for children as children" (1970, p.
10). In his view, as in the view of others, the heart of the problem is
best. characterized as a malady of institutional "mindlessness."

Insofar as the problem is perceived as institutional, there is guarded
optimism about the possibility of bringing about change within the
present system. "What makes change possible, moreover, is that what
is mostly wrong with the public schools is due not to venality or in-
difference or stupidity, but to mindlessness," he snys. (Silberman,
1970, p 10).

If school programs can be opened up to the creative energies of their
pupils and staff, much cnn be accomplished. To bring about major
diange, we do not need to wait for whole new crops of teachers, new
sets Of instructional materinls, or overhauls of school buildings.

Other critics., seem less optimistic about the possibilities of change
within existing institutions. At the very least, they call for extensive
trnining or external advisory support programs for teachers. Still
others see a solution only in the development of new forms of school-
ing that are 'entirely outside of the existing framework.

Criticism of the school ns an institution has been advanced not only
by journalists and teachers but has also been emerging in the literature
of curricuhun development and evaluation. John Goodlad, for ex-
ample, in reviewing a decade of educational reform concludes that
past innovative efforts bad made very little impact on the schools:
"The findings were unequivocal. So far as our sample is concerned,
school reform had been bhmted on school and classroom door" (1970,
p. 4). As visitors and observers, Goodlad and his staff were struck by
the rigidity and unvarying character of the school day and by the
fact that the schools continued to operate in ways which igifored the
resources and needs of the communittes they served. These are precisely
the kinds of observations mnde by others.
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In smn, the argninent that the schools as i»stitntio»s are failing our
children is a broadly documented thesis that is finding an incrcasmgly
responsive audieiwe. Seen in such light, the moves toward opening edu-
cation Call be considered to represent efforts to "re-humanize- the
schools.

INCOLVIMENT CI IILDREN

Several lines of action aimed at. opening up the schools have been
advanced. The most. important of these..and the one that is most com-
monly stressed, is based upon the conviction that children should be

.
given a central role in influencing the course of instrnction. In part.
this position rests on evidence (Piaget, 1970; Rogers, 19(9) that learn-
ing which has meaning and purpose from the learner's viewpoint has
a much more significant impact on developing capabilities than does
the passive type of learning which is commonly associated with con-
ventional programs. The position reflects the belief that. this kind
of educational environment Call foster self-confidence and the skills
to think creatively and constrnctivelyqualitics that, should be the
foremost. concern of the educator.

Teaching in the open classroom begins with the assumption that the
children come into a classroom with capabilities and experiences
shared and uniqueand it is the teacher's job to see that these resources
of the child give direction and meaning to his learning. Such teachers
would take Ausubers fundamental principle seriously : "If I had to
reduce all of educational psychology to just one

i
principle, I would

say this: The most important single factor influencing learning s what
the learner already knows. Ascertain this and teach him accordingly"
(1968, p. vi ). The curriculum must therefore be adaptable to the child,
not the other way around, Individual differences am prized, not de-
.plored. "The 'child centered' attitude of the 'progressive' teacher is
likely to involve a positive valuing of individual differences as against
a mere toleration of thrill This positive valuing of individual dif-
ferences is evidenced, for example, by organizing classes heterogen-
eously with respect. to ability and perhaps to age" (Tamburrini, 1971,
p. 7). This is a viewpoint which leads to programs that clearly differ
from the strict, readiness progriuns in which tbe task is seen as one of
preparing or remediating children to meet the standard curriculum.

Openin g. up to the children in such ways appears to be a Principal
accomplishment of the changes in British primary schools. There are
now a number of acconnts of what such class rooms can look like (for
epmple, Howson, 1969; Rogers, 1970). Observers are struck by the
diversity of activities that may be going on at, any given time and by
the fact, that children take on a central role in determining the nature
of these activities and in assuming responsibility for carrying them
mit: Instructional activities take many forms: these include inter-
actions obetween the teacher and groups of children or an individual
child mstruction from peers; activities with structured learning
inaterials, with books and environmental projects, etc. The point
is that children in such schools are expected to learn through many
differoent omeans, in contrast to the conventional school where most
learning is channeled through the teacher. The suCCOM of many British
schools and the reports of those, successes have served to convince
many American educators that "it can be done."
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IXVOI4VE31 EST OF TEA C I I EltS

A second major way to revitalize the schools is to open up new
responsibilities and options for teachers and school staff. Amy educa-
tors involved in the curriculum reform efforts of the 1900's have
some to the conclusion that the scope and permanence of any innova-
tive process is determined by the extent of staff involvement and com-
mitment to that reform (Armington, 1968; Clark, 1005; Hawkins,
1968; Weikart, 1971). They suggest that the usual way of putting
new ideas or materials into schools (e.g., introducing team teachinw,
new math )rograms, language labs) is like dropong it stone in a PA.
The effect in ripples may be immediately apparent but after a while
the pond returns to its original state; broken machines remain mire-
paired ; tenni teachers stake out old territories; "new math" becomes
routine arithmetic. The superintendent and the inventor may have
received sonie publicity in the course of the enterprise, but nothing
of lasting significance has happened in the lives of the children in that
school. To make efforts toward change more significant, these educa-
tors recommend a prognun of action thatbuilds upon the staff's present
capabilities and enlists them in experimentation. Sometiines the change
toward open education have represented an abrupt change in what
is required of the teacher. (Basal readers may be replaced by a variety
of books; rows of seats are velum ed ; projects replace workbook assign.-
ments; etc.) More often a more gradual course of change and experi-
mentation on the stars port is adopted. For example, the teacher
might begin experimentation with individualized approaches in cer-
tain aspects of the curriculum, or at certain times of day, or in certain
areas of the room. In any event., the important point is that tip.; stall
must take a central role in such experimentation. Without such con-
tinual participation, an open approach can be just another package
that becomes routinized in its own way. While the stall needs to be
able to draw upon the theoretical advances and discoveries of educa-
tional research and development., it is equally important that. they
renmin alive to their own particular situation. To quote Goodlitd
again, ". . . the exeation of eonditions essential to the support and
conduct of each individual school as a self-renewing change agent. may
very well be the prime educational challenge of the 1970's" ( 1970,
p. 5).

There are currently several groups in the United States 1. 'to are
attempting to develop advisory systems of assistance to teacuers as
a mechanism for facilitating change. Advisory centers hove been play-
ing an important, part in the development of schools in England. but
the idea of the advisory is relatively new in this country, and is being
tried out in several forms. Unlike the supervisor who is a general
evaluator of the teacher's performance, the advisor seeks to establish
a different sort of role. In place of general directives, the advisor
seeks to give help and pdvice that is tailored to the needs of each school
or classroom. "His atm always is to help schools realize their own
unique potentialities and to help make change self-sustaining" (Arm-
ington, 1968).

The process of developing a successful open approach can best be
described as an evolutionary construction on the pan; of the staff, not
the implantation of a fully developed model. The paradigm of the
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"teacher-proof." curriculum which has been associated with !Wily
experimental prognuns in early education during the past, decade is
profoundly different front the teacher-involvement paradigm tlmt
is so much a part of the open education movement. Understandably,
the interested principal, parent and teacher mistakenly look for the
open-education "package.' or the "how-to-do-it" manual, when in fact
there is no "it" that can IJC separated from persons who wish to "do it,"
The directions in which a school is changing, the substantive nature
of these changes, and the prospects that growth and improvement
will continue are really more important, .factors to consider than
whether the school matches lip to some external model.

commuNrry INVOLVMENT

A. third line of action in opening the schools concerns participation
of parents and other members of the community. While not stressed
in the British literature, community involvement has been the fore-
most. consideration and point of departure for several efforts in this
country (Mains, 1969). [It should be noted that, an emphasis on
parent involvement is not necessarily associated with coneern.for in-
volving the children, although such emphases frequently do coincide.]
To re-vitalize schools, there have been efforts to open the school to
resources and talents of the surrounding community in the hope of
making instruction more relevant to expuiences of children and of
bridging the classroom, home, and larger conimunity. In conventional
programs, the curriculum and associated hardware of a second grade
classroom in urban New York may be indistinguishable from that of a
second grade in rural Oregon or suburban Maryland. By contrast, a
visitor to these more open settings would become much more aware ofa
specific conumunty.

Tim PROBLEM OP DEFINITION

.Altenative ways of defining open schools have received attention
in the literature. For some, "open" is seen in architectural terms: the
walls between classrooms are knocked down. Others seek to introduce
change by administrative rearrangements slid ! as shufflinz the ages
and grades. Such alterations may or may not be accompanied by signif-
icant changes in the roles of adults and children. An open-space pro-
gram, or a non-graded program, for example, need not necessarily
lead to opening the schools in the senses discussed above.

In summary, no single. set, of objectives or instructional prescriptions
can be drawn up to define open education in this country. Instead,
thieve. appear to be directions of change aimed at, bringing schools back
to life by making them more responsive to the children, the staff, and
the community. There is no single document to which one can turn to
diseover what open education "really fact, many practitioners
are wary of the use of models or prescriptions in the. belief that labels
lead the teacher and parent to take up false issues and thus to lose sight
of what is really going on in their schools. Mindlessness once again
starts to replace common sense.
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Exanthiation. of Educational Process
Concern with the roles of adults and children and with the setting

in which education takes place makes apparent the need for evalu-
ation pmcedures which adequately examine the process of schooling.
As Jackson (1968) has pointed out, any educational program pre-
scribes a setting for huimui activity and thus a way of lifeat least
a way in which young people are expected and required to live during
many of their waking hours. While different educational programs
nmy state similar objectives, they often establish very different meth-
ods in trying to reach these goals, thereby reflecting diffemnt philo-
sophical assmnptions. In evaluating current efforts at changing our
schools, these assumptions should be made explicit, and accurate de-
scription of the finality of school life should be a foremost concern
of the evaluator for educational processes may have greater influence
on the child's development as a learner than any given body of cur-
ricular content.

On a practical level, the study of process hi necessary insofar as
judgments about a program's impact depend upon adequate informa-
tion as to whether and how that program has been implemented. The
point is a simple one but has often peen ignored in practice. Many
evaluation designs (rticularly in early education) end up treating
all classrooms that ear the Mlle label ("open," "computer assisted
instruction," "Montessori," or whatever) as though they have actually
been doing similar things. David Cohen (1970) discusses this prob-
lem at Mlle length, particularly with respect to the evaluation of
large-scale social action programs, and Rosenshine raises the issue
in relation to instructional evaluation:

In studies where teacher behavior in special curricula was
compared with the behavior of teachers in "traditional instruc-
tion" . . . there often was significant variation in the behavior
O. teachers within each group. Although the number of class-
rooms observed in these studies is small, the results are consistent
enough to cause serious doubts about whether all classrooms using
the same curriculum constitute a single treatment variable. (1970,
p. 280)

Tim complex problem of conceptualizing classroom process in ways
which permit meaningful comparisons between educational programs
has been a difficult one. In past studies, a commonly used dimension
compares elas.srooms along some continuum of "chila-centeredness 11 to
adult-centeredness." At one extreme is the setting completely con-
trolled by the teacher and organized around highly structured lessons;
at the other extreme are classrooms in which children supposedly set
the entire direction of learning, and a wide variety of positions are in
between.

An important finding which emerges from a close examination of
the open approaehes is that they do not lit comfortably at any point
on such a scale. They are simultaneously child-centered and adult-
centered. Children may be given more leeway in decision making, but
despite such child-centeredness the adult does not withdraw into a sup-
portive valet-type role. Instead, teachers are encouraged to adopt an
experimental attitude and to come alive in their relationship with the
children.
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It is beyond the scope of this paper to attempt to analyze the teach-
er's role, but it appears that such qualities as respect and honesty are
central to understanding how the adult and child can work together.
When children can openly participate in establishing purposes of learn-
ing, then the relationship between teacher and child begins to change
in the sense that, the teacher's contributions are understood, by the
child, as guidance in learning and not as general directives of uncer-
tain intent that must somehow be complied with. In this context the
teacher call be highly active in offering suggestions, introducing ma-
terials, demonstrating ways of doing things, expressing opionions,
with the expectation that the children can react to the real content of
such instruction.
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Figure 11

Double Classification Scheme Based on Extent to which (1) the

Individual Teacher and (2) the Individual Child is an Active

Contributor to Decisions Regarding the Content and Process of

Learning
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In Figure 1 a scheme is depicted that treats quest ions of child-cen-
teredness and adult-centeredness as independent dimensions rather
than as opposite ends of a single continuum.

The upper right-hand quadrant., with high contribution by both
adult and Add, represents the directions of open approaches. In the
lower right quadrant2 the teacher's involvement in what she is doing
may be clear and articulate, but there is little room for contribution
from the children. Teachers of this sort. give a great. deal (-)..f thought
to their instruction and will throw out the usual procedures when it
seems warranted, but they tend to dominate the center stage. The tnt-
ditional I3ritish teacher with a strong professional posture may be an
example. The ii.pper left quadrant signifies classrooms with extensive
pupil contribtmon, but where the adults provide passive support (as
in sonic, conventional nursery schools) or else abdicate responsibility
almost entirely. Finally, in the lower left quadrant might be located
extreme examples of institutionalization. Here, the children carry out
the lessons assigned by the teacher who in turn is carrying out a pro-
gram that was devised by someone else. Routine teachilig and low
personal involvement may characterize such settings.
Assessing Learning and Development

Questions of what to measure and how to measure it are difficult to
answer when the evaluator (parent, teacher, researcher) is faced with a
program in which children may pursue many different directions in
learning. (MinuChin, et al., 1969).

Analysis of the priorities of educational programs with broad ob-
jectives suggests four ma jor aspects of the child's development that
could be examined. Within each of these areas certain directions for
research and instrument development are recommended :

Re8oureefulness and Profleieney.The assessment of achievement
neNis to be broadened in directions which would assess the child's
own contributions to learning and the extent to which his resources
have been brought into play. A construct of "proficiency" seems more
appropriate here than the customary definition of achievement. To be
appropriate to priorities of open approaches, assessment procedures in
areas of learning (such as mathematics or language usage for exam-
ple) should aim at assessing proficiency and versatility in perform-
ance. What do the learnings in question mean to the child ? Does he
apply them in various ways? Are they truly an integral part of his
repertoire? Parker and Rubin (1966) point out that in classrooms
where the stress is on process of learning "* * the assimilation of
knowledge is not derogated, but greater importance is attached to the
methods of its acquisition and to its subsequent utilization. Therefore,
a discrimination must be made between knowing something and know-
ing what it, is good for * " (p. 2). Existing tests may measnre
wliether the child knows something, but they are not. as useful in :Tess-
in!). 'whether children know what it is good for. Tests of proficiency
could build on existing instrinnents but should be specifically extended
to include measurement of judgment and performance.

Self-perreption.Of principal interest here is the assessment of the
child's feeling about himself in relationship to school and school-
related experiences. Are children in open settingsmore likely to de-
velop a perception of themselves as active organizers of their own
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learning and contributing participants in the classroom ? Instrmnents
developed in this area could be used to obtain information about
whether the child views school as a place to learn or a place to be
Wight and whether he has confidence in his own capabilities.

Personal and Cognitive Styles.Focus on this aspect of behavior
proceeds from the assumption that the more open classroom permits
and encourages considerable exploration with different styles of func-
tioning. Although research demonstrates that personal and cognitive
styles are rather stable characteristics, it is suggested that children in
open settings evidence greater flexibility in such traits than might ordi-
mirily be expected. Thus, there is reason to expect less evidence of role
caricature (the "overly-neat," the "class clown," the "hopelessly im-
pulsive" child) in an open classroom than in a more traditional one.
Modifications of existing research instruments as well as new measures
would need to be used in this area.

Self-Others Frame of Reference.Peer interaction is a marked
characteristic of open settings, and children are expected to learn a
oTeat deal from each other. Observation of peer interaction and

.individual functioning in the open classroom leads to a general
formulation regarding the balance between self and others as a frame
of reference for behavior.

Two sets of questions are suggested for measurement purposes. The
first involves communication situations : Are children learning to take
active and adaptive roles in instructing each other, whether this role
is one of the communicator who adapts to the needs of a listener or the
role of the listener who actively seeks out information when some-
thing is unclear? The second set of questions deals with reliance on
self in matters of judgment and opinion : To what extent does the child
express opinion in the context of peer values which may oppose that
opinion ? Does greater peer interaction foster greater peerconformity,
or does the open setting provide a better opportunity for children to
learn to balance their own interests with those of their classmates?

Assessment of School Programs
If evaluation of student achievement in a school system . is under-

taken, it should include appraisal of school practices. As illustration,
numerous examples can be given of school systems which boast of
reading scores "above the norm," but in which there is a limited
variety of books in the classroom and the library is more concerned
with cataloguing than circulation. In such cases which are not rare)
the skill is valued but not its practice, and any evaluation which does
not make this apparent is inadequate.

To continue with reading as an example from the perspective of
open education at least four types of questions should be raised in
evaluating student achievement. (1) Motivation: How do the pupils
feel about reading? Do books and other printed material provoke feel-
ings of inadequacy or do they stimulate interest? Preference measures
should be used along with indices of whether the children are actually
reading beyond the minimum requirements of assigned books. (2)
Opportunities for reading: Are children provided with appropriate
material and the time for reading? Is a variety of books available or
does the supply consist of 30 copies of the same reader? Is there an
area, conducive to reading? (3) Ability: Measures or skill, comprehen-
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sion, and interpretation could be included under this heading. (4)
Literacy: Is the child literate in that he has a sense (or beginping
sense) of authorship? An understanding that books may be written
because someone had something to say? Does he readfor yario.us pur-
poses such as the gathering of information, exercising imagination,
fantasy, and the development of aesthetic appreciationy

In summary. if assessment, of student achievement within an educa-
tional system is to be undertaken, it is as important to appraise the
environment provided by that system as it is to test the children.
Comprehensive assessment along the lines sketched( above would be
compatible with a comprehensive view of education.
Research. on Learning and Educational Change

While examination of the open approaches suggests.many possible
directions for research, there are two lines of investigation winch seem
of special importance for what they can contribute to understanding
and implementation of new programs.

Teacher's role.Questions concerning teacher preparation and in-
service tiraining are clearly of prime importance for further study.
What sort of assistance, in both its practical and theoretical forms, do
teachers need in order to bring about more open approaches to in-
struction ? To what extent can a school build upon its resources of stall'
and community and what is needed in the way of advisory assistance?
Several groups in this country are presently engaged in trying to estab-
lish new ways of facilitating the development of school staffs. From
systematic study of such attempts much could be learned that would
lead to changes in our present teacher education methodsmethods
that are widely admitted to be archaic and inefficient.

ClaR8roont Stud iea.Intensi ve study of a limited sample of children
in several good. open schools appears to be an urgently needed research
endeavor. /kTe these children learning in ways which corroborate exist-
ing assumptions about, learning ? Methodology in such studies might
primarily 1Je observational but should include periodic testing, inter-
yiews, and analyses of children's products. The need for intensive study
is probably greatest from the first grade level on, where the differences
between open approaches and traditional practices are much more evi-
dent. than in kindergarten or preschool. One focus for such research
might be an.examination of the validity of the open approach to read-
ing instruction which emphasims purpose and meaning. This view of
learning to read luis not frequently been studied in educational re-
search because of a dearth of appropriate settings in which to study it.
With the, exception of sonic published work on early readers who have
karned in the home, reading; research has generally investigated how
children cope with prescribed methods of instruction rather than with
how they acquire reading capabilities when the options of whether to
read, why read, and what to read are much greater.

In.general. studies of learning in the open settings not only would
provide invaluable information for the practice. of teaching but could
also constitute a rich new source of research information on the nature
of learning.
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PLANNING FOR NEW STUDENTS TO HIGHER
EDUCATION IN THE 70'S

By K. PATRICIA CROSS

There will be a New Student in colleges and universities in the 70's,
one who requires new upproaches to education. Traditional higher
education was designed in a different era for a different kind of stu-
dent., and tho formulations for education that served academically-
oriented youth a half a century ago are no longer adequate.

Planning for New Students requires an analysis of where weare now
and where wo would likc to be by the end of the decade. The question
of where wo aro now must be answered by research. The question of
where we would like to g.o must be answered by society. This paper
will attempt to analyze the answers to these questions.

WII0 SHOULD GO TO COLLEGE? CHANGING PHILOSOPHIES

In the history of higher education in this country there have been
three major philosophies about who should go to college. At the turn
of the century, the majority of college students came from the homes,
of wealthy aristocracy. Students who attended colleges had money
and family social status. Some also had academic interests and abili-
ties;. others did net. Basic to the aristocratic philosophy of college
admissions, was the premise that the young people who should go
to collep were those who could afford it and who needed It to early
out their station in life. The poor, ethnic minorities, and women, it
was assumed, would not follow life patterns that really made use of
a college education. The colleges that were developed to serve the
aristocratic philosophy were private high-tuition colleges. Whether a
boy would go to college was predictable from birth. It was a closed.
system, and-some were "in" and others were "out."

Actually, colleges of the aristocracy probably (lid not give much
thought to erecting barriers that would keep people out of college.
It simply did not occur to anyone that a young man slmuld attend
college if he did not have the money to do so.. The thesis is easier to
understand when viewed through the meritocratic perspective of our
times.

To many, if not most people today, it is unthinkable that a stu-
dent should attend colleoe if he does not have the ability to benefit
from the instruction oared. Only in recent years have we started
to question whether the "instruction offered" might chanoe so that it
would "benefit" a new segment of the population who wished to attend
college. In an earlier day, those who challenged the assumptions of
the aristocracy asked the same question, why couldn't colleges change
so that a broader segment of the population could attend? And, of
course, in the long run colleges did change. But it was not the old
colleges that had been developed to meet the needs of the aristocracy
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that changed first. The challenge came, not by breaking down the
outes to the aristocratic colleaes but by opening new gates throughe,
which a new generation of college students poured so rapidly that
the high-tuition colleges no longer determined who would be college
educated.

The revolt against aristocratic philosophies of college admissions
was led by those who maintained that a college education was an
earned right., not a birthright. Advocates of the new meritocracy
that was ushered in by the land grant universities felt that criteria
for college admission should be based upon scholastic ability and
the willingness to study hard ; i.e., upon academic "merit." Much as
the aristocratic colleges had assumed that what they had to offer
was static. and designed for an elite portion of the population, so the
colleges of the meritocracy assmned that there was a. certain fairly
small portion of the populition that had the ability to benefit from
what they offered. Considerable attention was given in the late 1940's
and early 1950's to the determination of the size of this group.

The President's Advisory Commission on Higher Education of
1947 estimated that 49 percent of the population could profit from
fit least two years of post high. school education and that at least 32
percent had the capacity for a normal 4-year college course. After
considering this figure in conjunction with the Observation that, ".
most experts estimate that about 25 percent of the population can do
college work profitably," Byron Hollinshead's report for the Com-
mission on Financing Higher Education concluded that, ". . . per-
lmps 35 percent of youth. might be expected to profit substantially
from formal full-time post high. school education of the kind given
at present by such institutions" (Hollinshead, 1952, p. 138).

The rise of the meritocracy was regarded by almost everyone as a
move that, in the best traditions of the country, led to the democratiza-
tion of higher education. There is no little irony in the fact that while
the advocates of the meritocracy were zealousl3r breaking down the
barriers imposed by the aristocracy they were quite consistently erect-
ing their own barriers. And academic aptitude tests were the instru-
ments that served both to destroy the old aristocracy and to erect the
new barriers of the meritocracy. The "talent searches" of the 1950's
were active campaigns to bring into the colleges those who did not
meet aristocratic criteria but who were the epitome of meritocratic
ideals. The very good student who was the son of the immigrant cob.
bler was the hero of the meritocracyno money, no family social
status, but lots of academic talent and a willingness to work hard.

Now once again we find ourselves in a period of philosophical tran-
sition Tegarding the question of who should go to college. Once again,
there is pressure to democratize higher eclucation by bringing it
within the reach of a broader segment of the population. Once again
there are demands for new answers to the old question of what propor-
tion of the population the colleges should serve. The egalitarian chal-
lenge to the meritocracy looks strikingly familiar. The nature of the
questions raised as well as the patterns of instituting chan,ge are not
unlike those of a century ago. A. new sector of the public is being rep-
resented by new students in colleges and universities. This group of
New Students to higher education are repeating history by entering
the system, not so much by breaking down the barriers erected by the
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meritocracy, although there is some of that, but by flocking to a new
kind of a college dedicated to serving a different clientele.

It appears that in 1971, the prevailing attitude in the country is

still largely meritocratic, but there are signs everywhere of a
straining at the barriers. The mingling of meritocratic and egali-
tarian philosophies is the occasion of considerable controversy among
educators as well as in the popular press. The sign of the times is il-
lustrated by a headline reading: "Open Admissions: American Dream
or Disaster?" (TIME, October 19, 1970). At the same time that the
formerly selective, tuition-free City University of New York was in-
stituting egalitarianism by throwing open its doors to all 1970 New
York City high school graduates, regardless of academic "qualifica-
tions," the 1970 President's Task Force on Higher Education was em-
bracing meritocracy and attempting to clear away the last vestiges of
the aristocratic era by recommending financial aid to "students of all
races who have the desire and ability to proflt from post high school
education. . . ." (emphasis added). John Gardner bas asked, can we
be equal and excellent too? Can egalitarianism and meritocracy co-
exist? What happens to the value of the college degree when everyone
has one? Is there some fixed concept that represents "college" that will
permit us to say who should attend? Should higher education servP
those who can "profit" from traditional offerings or is there an obli-
gation to change the offerings to meet the needs of those who wish
to attend college?

Almost everyone wishes to attend college todttya simple fact of
life that means mast voters want college education for their children.
On the eve of the egalitarian phase of college admissions, we find our-
selves concerned about how to get young people into college rather
than about how to keep them out.

As a matter of fact., in the decade just past, we have given consider-
ably more attention to the procedures of gating New Students into
college than we have to the educational questions of what to do with
them once there. When colleges maintain the right to select who shall
study with them, an educational "match" can be made by choosing
students who fit the college. When colleges forego the right to select,
the match has to be made by designing educational programs to fit
the students. To date, we have concentrated on making New Students
over into.the image of traditional students so that they may be served
by traditional education. Our concern has been the creation of access
models to education.' We have devised all kinds of ways to make New
Students eligible to participate in traditional higher education. Re-
medial courses are designed to remove academic "deficiencies"; coun-
seling removes motivational "deficiencies"; financial aid removes
financial "deficiencies."

If the answer to the question, who should go to college, is to be an
egalitarian. 1..esponse of "everyone," then the task ahead will involve
the recognitpn that educational systems will have to be designed to
fit the lear,,mg needs of New Students. Who are the New Students?
Under an egalitarian philosophy of 14 years of schooling for everyone
who wants it, New Students will be high school graduates who are not
now continuing their education. Research provides some information

1 For a discussion of some alternatives, see Cross, 1971.
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about who is going to college now, and this enables us to look at the
reservoir of New Studentsthose who will be entering some form of
postsecondary education in the 1970's.

WHO IS GOING TO COLLEGE ? SOME BARRIERS TO ATTENDANCE

Who are the young people who are entering college today? And as
the corollary, who are the 37oung people who are not entering college?
Most laymen recognize that bright high school graduates are more
likely to continue their education than those who have had to struggle
for grades throughout high school, that doctors' sons are more likely
than laborers' sons to attend college, that whites are more likely than
blacks, and men are more likely than women to seek further education.
These elements of the folk wisdom about who goes to college can be
cast into more precise and accurate information through research.

Two dimensions that researchers have been able to measure seem to
hold primary roles in explaining who goes to college, where they go,
and even how long: they stay. Socioeconomic status (SES), which in-
cludes measures of family occupation and parental education, and
academie ability are the two most powerful measures we have of who
goes where to college

Some of the most important data extant on the interrelationships
between SES and ability in college attendance rates have been pre-
sented. by Lyle Schoenfeldt (1968) for Project TALENT high school
graduates of 1961, and by Dr. Thomas Hilton who analyzed ETS'
Growth Study data for 1967 high school graduates using tbe same
scheme of tabulation.

TABLE 1.Probability of high school graduates in 1961 and 1967
entering some form of postsecondary edvcation

Socioeconomic quarter

1Low 2 3 4High

1961 1967 1961 1967 1961 1967 1061 1967

Male:1Low 21 48 28 55 30 40 51 65
2 37 57 47 58 51 69 61 79
3_ 47 74 52 77 66 79 82 88
4High 69 82 83 89 87 93 93 94

Fernale:1Low 14 39 25 41 26 55 39 60
2.. 26 40 27 . 44 41 64 57 76

3_ 38 52 51 58 54 77 76 86
4High . 58 69 66 77 84 88 91 95

Sources: 1061 graduates, with 1962 followup, Schoenfeldt, 1908. 1967 graduates, with 1908 followup, ETS
Growth Study data analysis by Hilton.

Table 1 shows the two sets of data side by side. The two sets of data
were not designed to be comparable, but we can be rather certain of
some things. For example, the probability is extremely MO that the
son of a surgbeon who has been an A student in high school will con-
timie his education. For young people ranking in the top quartile on
both SES and ability there is little difference between the two sets of
data. Almost all of this group enter college, there has been little change
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over the past decade; i.e., it 1us reached the saturation point. The 6 or
7 percent of this highly privileged group who don't attend college
may be prevented from doMg so by illness or other unusual emergen-
ies. In 1970 the fact is that very few additional college students are
to be expected from among high school graduates high in both acade-
mic aptitude and socioeconomic status.

At the other extreme are the doubly disadvantaged, those scoring
in the lowest quartile on both SES and ability. The lowest probability
for college attendance occurs in the cells in the upper left hand cor-
ner of the tables. For example, in the 1961 TALENT sample, 21 out
of 100 lowest quarter SES males who also scored in the bottom fourth
of the class on a test of academic ability entered some form of post-
secondary training following high. school graduation ; for women it
was only 14 percent.

At the beginning of the decade of the 60's we could predict with
fairly reasonable accuracy the probability of continued education for
young people in the extreme cells of Table 1. For men, for example,
we would have been correct 93 times out of 100 in predicting that a
high-ability, high SES student would enter postsecondary educa-
tion ; we would have been correct 79 times out of 100 in predicting
that a low-ability, low SES student would terminate his formal edu-
cation with a high school diploma.

The effectiveness of the meritocracy of the 1960's is clearly evident
in the 1967 ETS Growth Study data. We can predict that an extreme-
ly high percentage of boys who make high test scores will embark
upon postsecondary trainingalmost all of them in 2- or 4-year col-
legesin the 1970's; 8'2 percent of the males in the top ability quar-
ter of the ETS sample continued their formal education after high
school graduation in 1967 even ill? they ranked in the lowest SES quar-
tile. The handicap of low socioeconomic status was not as serious
for boys in 1967 as the handicap of low academic ability. If a boy
met meritocratic standards of above-average school achievementas
measured by traditional academic aptitude testshe was very likely
to continue his education. Over 80 percent of the boys who ranked
in the upper half of the class academically were going on to college.

Women have not yet emerged from the aristocratic era of college
admissions. Their probability of college attendance is influenced as
much by socioeconomic factors as it is by the achievement factors of
the meritocracy. The greatest discrepancies between the college-
attendance rates of men and women exist among high ability students
who are below average in socioeconomic measures. A bright but poor
male has a better chance of continuing his education than bas his
equally able sistor. Much of the difference can he attributed to parental
attituiles. Census Bureau interviewers found that the higher tbe edu-
cational level of the parents, the less they were likely to distinguish
between the educational needs of sons and danhters. For example, 73
percent of the mothers with IL grade school education wanted college
for their sons, but only 60 percent expressed the same desire for their
daug,hters. Among mothers who had attended college, there was vir-
tually no difference in the education desired for males and females-
98 percent wanted sons to go to college and 97 percent wanted college
for their daughters (Froomkin, 1970). The large increases in college
attendance for women are now coming from the ranks of above-

.e
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average students from all socioeconomic levels, as women continue
toward the peak of the meritocratic era in college attendance. For men,
the meritocratic phase has passed its peak and in the decade of the 70's,
the major increases in college attendance will come from lower-ability
men.

As we move into the egalitarian phase of college admissions, the
remnants of the earlier aristocratic and meritocratic phases can be
observed. Both SES and academic aptitude have powerful influences
on who goes to college. The effect is especially pothnt when they occur
in combination. Young people, men and women, in the upper half in
both ability and SES have a high probability of continuing their for-
mal educationat least three-fourths are doing so. Young people in the
lower half on both ability and SES are not as likely to continue their
education, but for boys, over half are embarking upon some form of
postsecondary training; for lower-half women about four out of ten
high school graduates are pursuing further education.

WHO WILL GO TO COLLEGE? NEW STUDENTS TO HIGHER EDUCATION

The decade from 1965-1975 is likely to be highly significant in the
annals of education because it provides the perspective from which
we can identify the aristocracy as outgoing, the meritocracy as pre-
vailing, and egalitarianism as the mood of the future.

National statements of policy fornmlated in the 1960's support die
prevailina meritocratic criteria for determining who shall have the
opportunity for postsecondary education by phrases such as". . . iden-
tify qualified youths of financial or cultural need with an exceptional
potential for postsecondary educational training and encourage them
to complete secondary school and undertake postsecondary educational
training" (Public Law 90-575, October 16, 1968, emphases added).
But federal programs have also launched the beginning of an egali-
tarian era with programs for the disadvantaged which "are desioned
to generate skills and motivation necessary for success in edugtion
beyond high school" through the provision of special or remedial serv-
ices for students "of deprived educational, cultural, or economic back-
ground or physical handicaps, [who] are in need of such services to
assist them to initiate, continue, or resume their postsecondary educa-
tion" (Public Law 90-575).

The emphasis of the 1960's was on access. The goal was to move
young people toward traditional postsecondary education through sup-
plying money, incentive, and remediation of past educational deficien-
cies so that New Students would have the same educational oppor-
tunities as traditional students. Partly because of the success of this
effort in the 1960's the task of the 1970's will be accommodation of
education to the nee'ds of students who (rained admission through access
programs. The emphasis will changefrom movina students toward
higher education to moving education toward sadents. The 1970's
have brought the realization that success at academic tasks in the past
is not an infallible predictor of success in the future, especially when
past opportunities for learning have not been equal for groups of dif-
fering locales, ethnic backgrounds and socioeconomic status.

The press is strong for an egalitarian philosophy of access to post-
secondary education. Egalitarians maintain that anyone who has the
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desire to pursue further echication should be helped to do so, regard-
less of economic resources and regardless of past academic achieve-
ment. If the meritocracy is ebbing and egalitarianism is on the rise,
who will go to coller,e?

The description is not quite accurate, but it is generally conceded
that we have, in this country, a system of universal secondary education
wherein young people who are physically and mentally able to attend
high school do so. In reality only about 80 percent of the young people
graduate from high school. If we assumed that universal higher edu-
cation existed when it became as common as high school graduation is
todayi.e., when 80 percent of the high school graduates continued
their educationthen we might construct a hypothetical egalitarian
form of Table 1, wherein every SES-ability cell had an 80 percent
postsecondary education attendance probability. Eighty percent of
those in the top quarter on both SES and ability would contimie their
education, and 80 percent of those in the bottom quarter on both indices
would also continue in some form of post-secondary education. Table 2
shows the reservoir of potential New Students to higher education.
It is obtained by subtracting the percentages in each cell of Table 1
(the reality) from 80 (practical egalitarianism). ,

TABLE 2.The hypothetical reserroir of potential students for the
attainment of egalitarian postsecondary education

Ability

Socioeconomic status

1Low 2 3 4High

Male:
1Low 32 25 40 15
2 23 22 11 1

3 6 3 1
4High

Female:
1Low 41 33 25 20
2 40 36 16 4
3 18 12 3
4High 11 3

1.
Source: 80 percent minus the percentage in each cell of the 1967 ETS growth study data presented in table

Quite clearly, most of the New Students would come from rows 1 and
2the lower half of the class academically. There would be almost no
additional males from the upper half of the class, but there would be
a fairly larobe number of women who stand in the top half of the class
academicallyalmost all of them from the lower half of the socio-
economic scale.

Who will go to college? New Students to higher education will be
students whose performance at academic tasks in the past has been
below average. Low academic ability, as that ability is traditionally
nurtured and measured in the schools will be their distinguishina
characteristics. We need to turn our attention to the complicated probb-
lems of designing educational programs that will educate those who
have been relatively untouched by instructional programs of the past.
Institutions of higher education are not now prepared to teach New
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Students. Nothin 0. in our experience of designing educational pro-
grams has prepare% us to think about whether the present meritocratic
goalsi.e., high academic achievementare compatible with egali-
tarian access. Do we plan to admit everyone, but graduate only those
who meet meritocratic standards ? Perhaps the place to start con-
ceptualizing the enormous task before us is with achieving a better
understanding of the characteristics of New Students.

A research description of the abilities, attitudes and interests of New
Students, with emphasis upon suggestions for the design of appro-
priate educational programs for New Students is underway with the
support of Educational Testing Service, the Colleoe Entrance Ex-
amination Board and the Center for Research andbDevelopment in
Higher Education, University of California, Berkeley. A very brief
capsule profile of some characteristics of New Students is presented
here. For purposes of this description as well as those of the compre-
hensive study, New Students are defined as those scoring in the low-
est third of samples of high school seniors on traditional tests of
academic aptitude.

Most New Students are Caucasians whose fathers work at blue-
collar jobs. A. substantial number, however, are members of minority
ethnic groups. The oreat majority of fathers have never attended col-
lege and the expectItion of colleoe is new to the family. Those who
constitute the New Student poor of high school graduates have not
been especially successful at their studies in high school. Whereas
traditional college students (upper third) have made A's and B's in
high school, New Students tended to make mostly C's. Traditional stu-
dents are attracted primarily to 4-year colleges and universities, where-
as New Students plan to enter public community colleges or vocational
schools.

Fundamentally these New Students to higher education are swept
into colleg.e by the rising educational aspirations of the citizenry. For
the majority, the motivation for college does not arise from the antic-
ipation of the joy of learning the things they will be learning in col-
leoe, but from the recognition that education is the way to aatter job
fad a better life than that of their parents.

Most educators and legislators have become sensitized to the failure
of schools in minority ethnic neighborhoods to provide adequate aca-
demic foundations upon which young people can build college educa-
tions. But in a recent study sponsored by the Carnegie Corporation,
Peter Binzen (Carnegie Quarterly, 1970) found that Kensmgton, a
blue-collar community that is 99.7 percent white, has some of the same
problems.

Kensington is a community in crisis. . . . In many ways it
looks, thinks, and acts like so many of the Negro ghettos festering
in American cities. Its educational, political, social, and economic
problems are almost as great as those found in the black slums.
It, too, has failed to solve these problems, and failure has made
it sullen, surly, and suspicious [p. 2]. . . .

People forget that, in the metropolitan areas, twice as many
white as nonwhite families live in "official" poverty, and of course
many White towners don't quite qualify for that governmental dis-
tinction. They are poor but not poor enough to get help. Usually
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earning from $5,000 to $10,000 a year, the Whitetown husband and
father works hard as a truck-driver or turret lathe operator or
policemim or longshoreman or white-collar clerkperhaps at
more than one of these jobsto buy and hold on to his fourteen-
foot-wide house and new color television set. [p. 1]. . . .

Some of the immediate implications for federal programs that result
from this influx of New Students are apparent from a lmowledge of
SES and ability characteristics alone. Among these are the following:

1. The majority of younff men now entering public community
colleges will require someform of "remedial' help before they
can meet the traditional standards of college. Seventy-two percent
of the men entering public community college in the fall of 1970
made below-averaffe ffrades in high school (ACE, 1970).

2. Female New Stiticlents are coming from the lower socioeco-
nomic classes, but generally speaking women attending commu-
nity colleffes made average grades in high school. Their greater
need is financial assistance. 'Women entering public community
colleaes are more worried than men about financing their educa-
tion (CGP, 1970). Because part-time jobs and loans are more dif-
ficult for college women than for men, these young women will be
placinff increasingly heavy demands on the financial resources
of coll'eges.

3. It is the opinion of this author that highest financial priority
should now go toward developing effective educational programs
for New Students. The access programs of the last decade have
been, by and large, very successful. If after placing postsecondary
educational opportunity within reach of these younff people, we
offer nothing more than further frustration and father oppor-
tunity for failure in educational programs that are inappropriate
for the students and the times of the 1970's, then equality of edu-
cational opportunity is a hollow victory.

REFERENCES

American Council on Education. National norms for entering freshmenfall,
1970. Research Report of the Office of Research, Vol. 5 No. 6. Washington : ACE.

Binzen, Peter. Whit etown, U.SA. New York : Random House, 1970.
Carnegie Quarterly. "The World of Whitetown : Neglected Blue-Collar Commu-

nities." Fall, 1970,18 (4)4-3.
Comparative Guidance and Placement Program. Program summary statistics,

1969-70. Prepared for the College Entrance Examination Board. Princeton :
Educational Testing Service, 1970.

Cross, K. Patricia. Equality of educational opportunity. Position paper prepared
for the Education Task Force of the White House Conference on Youth, April,
1971.

Froomkin, Joseph. Aspirations, enrollments, and resources. Prepared for U.S.
Office of Education. Washington : Government Printing Office, 1970.

Hilton, Thomas. Growth Study data. Princeton : Educational Testing Service,
unpublished.

Hollinshead, Byron. Who should go to college. New York : Columbia University
Press, 1952.

Schoenfeldt. Lyle. "Education after high school." Sociology of education, 1968,
41 (4), 350-369.

157



MASS HIGHER EDUCATION AND THE ECONOMIC
BENEFITS OF A COLLEGE DEGREE

By RODNEY T. HARNETT

We are rapidly approachina compulsory higher education in Amer-
ica. Not in the legal sense, a course, but in the sense that various
economic and social forces are fuimeling so immy more secondary
school graduates into some form of post secondary school education
that for one not to attend college is becoming increasingly difficult.
In 1900, about half of America's high school graduates went on to
college; in 1970just ten years laterthis figure had jumped to 62
percent and within another decade will be at least 70 percent.'

There are mmierous reasons for such an increase, but none is more
compelling than the long-established relationship that has existed in
this country between level of educational attainment and earning
power. The mean income differential between those holding a colle(re
degree and those who have not gone to college is considerable. Accor5-
ing to data gathered in the 1960 census, for example, an engineer of 45,
holding a college degree, had an annual mean income of approxi-
mately $11,000, whereas engineers of the same age without a degree
had an annual mean income of approximately $8,300. For salesmen
and sales clerks, the differential was even greater, with college gradu-
ates earning an average of $11,000 as opposed to $7,500 for salesmen
without a college degree.2 Though these data are ten years old and the
salary levels of both groups would be considerably higher today, the
(reneral nature of the salary differentials by educational attainment is
probably essentially the same in 1971.

The sizable income differentials between those who hold a college
degree and those who have not gone to college will come as a surprise
to no one. Education has long been an accepted avenue to "the better
life" in the United States, and while educators are anxious to point
out that monetary values cannot be placed on education and that
numerous non-monetary benefits are also important consequences, the
fact remains that substantial and consistent financial benefits have
been associated with educational attainment.

It is tempting to conclude on the basis of such data that going to
college (or, more specifically, getting through college) is almost cer-
tain to result in a larger annual income for the individual. It is this
very reasoning, in fact, that has prompted many young high school
oTaduates, who otherwise might be disinclined to pursue more years
of study, to attend college. Data from the American Council on Edu-
cation's annual surveys of entering college freshmen (see Table 1)

A Fact Book on Higher Education. American Council on Bducation, 1070, p. 70.7.
2 For details regarding income differentials by various fields over a period of years and

estimated lifetime earnings by sex, race, selected occupations and years of school completed,
see Income Diatribution in the United &Oa, Herman P. Miller, U.S. Department of Com-
merce, Bureau of the Census, 1068.
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make it clear that many entering college freshmen do perceive the
attainment of a college degree primarily in terms of an increase in
financial potential. At all institutions of higher education combined,
approximately 67 percent of the 1970 entering freshmen agreed that
the chief benefit of a college education is that it increases one's earning
power. Nearly 78 percent of the students entering a junior college in
1970 held this same view. On an actuarial basis, this opinion is sup-
ported by the evidence discussed earlier: college graduates, on the
whole, do earn more. But at least two factors place severe restrictions
on the generalizability of these data to individuals, and raise serious
questions about the appropriateness or wisdom of the income differ-
ential argument as a primary reason to attend college.

TABLE 1.-- Percentage of entering college freshmen agreeing or strongly
agreeing that the chief benefit of a college education is that it increases
one's earning power

1967 1968 1969 1970

All institutions 56. 0 57. 8 53. 6 66. 7

All 2-year colleges 68. 9 69. 0 64. 9 77. 9

Public universities 53. 1 54. 4 48. 3 60. 0

Private universities 43. 8 42. 8 43. 1 52. 7

Public 4-year colleges 55. 3 58. 4 50. 5 67. 1

Source : National Norms for Entering College Freshmen, 1007, 100S, 1060, and 1070
Issues, American Council on Education.

Educational Attainment Versus Other Factors

First of all, it would be a serious mistake to overlook the importance
that other personal characteristics play in determining job success. As
Levin and his colleagues suggest, "In all likelihood, attributing the
gross improvement in an individual's potential lifetime opportunity to
higher educational attainment probably understates the effects of the
other traits of persons who receive more schooling." 3 Intelligence,
motivation, ability to "get along with others,"these traits and others
are also important ingredients of occupational success, and are also
related to academic attainment. A great deal of research has attempted
to determine what percentage of the income differential between col-
lege graduates and those who have not attended college is due to higher
educational attainment alone, and what percentage seems to be attrib-
utable to some of these many personal factors.

As Levin et al. point out, nearly all the studies on the subject do show
evidence of a significant effect of educational attainment that cannot
be accounted for by differences in these other personal characteristics.
But just how much is due to schooling mid how much to other factors
is still not clear. One investigator, for example, estimted that 60 per-
cent of the income differentials that appear when men of similar age
are classified by years of education actually is the result of education
and 40 percent the result of other factors.4 Numerous subsequent in-

3 Levin, Henry M., Guthrie. J. W.. Kleindorfer, G. B., and Stout, R. T., "School Achlere-
ment and Post-School Success : A Review," Review of Educational Research, 41, 1 (Feb-
ruary. 1071). p. 2.

4 Denison. E., The Sources of Eco»omic Growth in the United States and thc Alternatives
Before Us, New York : Committee for Economic Development, 1062.
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vestigations, however, have raised questions about the accuracy of this
estimate and have suggested that the effect of schooling alone is some-
what higher. Most experts now feelincluding the researcher original-
ly offering the 60 percent estimatethat the percentage of income dif-
ferential directly due to schooling is somewhere between 67 and 82 per-
cent.5 One study agrees with the range of schooling effects suggested
earlier, but points out that earnings increased consistently with in-
creases in class rank and college quality (the latter determined sub-
jectively) .6 Thus, while it is true that schooling alone is a potent factor
in accounting for income differentials in later life, it is at the same
time true that non-school factors continue to play a very important role.

The importance of both formal schooling and non-school personal
characteristics as income producers is further clarified in Figure 1, in
which it can be seen that there is considerable variation around the
mean incomes of those holding a college degree and those who never
went to college. More important, there is considerable overlap between
these two distributions. Specifically, one-fourth of the college grad-
uates made less than the average high school graduate of similar age
who did not go to college, and one-fifth of the high school graduate
who never went to college earned more than the average college grad-
uate. Though it is only an estimate, it would appear from these data
that probably one-third of the college graduates earned no more than
they would have made had they not attended college at all. Such in-
formation is even more meaningful when considered in conjunction
with the data regarding class rank and institutional quality referred
to earlier. Those who rank toward the bottom of their college graduat-
ing class or have attended colleges of questionable quality will almost
surely be overrepresented in the low end of the income distribution
for college graduates represented in Figure 1. Data reported by
Patricia Cross indicate that the increasing percentage of high school
graduate attending college will come from the lowest aptitude quar-
tile of high school graduates.' It is not unlikely that many of these
students will never graduate from college in the first place. Of those
who do, it is likely that a sizable proportion will rank in the lower
half of their classes, graduate from institutions o mediocre quality,
or both.

Financial Benefits and Increasing College Enroaments

A second major factor limiting the genaalizability of the notion
that going to college results in greater earning power is the simple
fact that as more and more high school gTaduates attend college, the
value of the college degree (in terms of earning power again) will
almost certainly decline. As Witmer has pointed out, ". . . one can ex-
pect the (constant dollar) monetary value of college education to fall
gradually relative to costs as the percentage of the population grad-

5 For two recent reviews of the research literature dealing with this topic. see Levin,
et al., op. cit., and Witmer, D. R., "Economic Benefits of Cellege Education," Review of
Educational Research, 40. 4 (October, 1970).

Weisbrod, B. A., and Karpoff, P., Monetary Returns to College Education, Student
Ability and College Quality, Madison : University of Wisconsin, Department of Economics.
1907.

7 Cross, K. Patricia, "Planning for New Students to Higher Education.," a paper pre-
pared for the Select Education Subcommittee of the Education and Labor Committee
of the House of Representative% 1971.
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Figure 1

Overlapping Income Distributions for

High School Graduates and College Graduates During

Years of Peak Income

No College College Grads

Even at period of peak earnings
25% of the college graduates
made less than the mean of the
high school graduates of
similar age who did not to go
college.

One out of every five high
school graduates with no
college had a higher income
during his peak years than the
average college graduate of the
same age.

Note: These income distributions are prevented only to
illustrate the overlapping nature of the income
of these two groups. The actual shape 3f the
income curves for both groups is probt'oly skewed,
not normal as suggested here. The source of these
data is the 1950 census, as reported in Glick, Paul C.,
and Miller, Herman P., "Educational Level and Potential
Income," American Sociological Review, 21, 3, (June,
1956).

uating from college increases." 8 Assuming the 'present college enroll-
ment trend continues, the college degree will become much like the
high school diploma was fifteen or twenty years ago. It is at the same
time true, of course, that in some ways the monetary value of the
college degree will be more important than it is now. If, for example,
85 or 90 percent of our high school graduates go on to earn a college
degree, the financial position of the college graduate will be relatively

s Witmer, op. cit., P. 515.
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worse than today in that his "credentials" will be no better than those
of the great majority of his peers. He must still compete for jobs with
a great manypeople with similar educational attaiimients.

But he will clearly be much better off with respect to those who
choose not to go on to college. Thus, the income differential between
high school and college graduates can be expected to be even larger
than it is now, since those without a college degree will have an in-
creasingly difficult time finding jobs. This is illustrated in Figure 2,
where two examplesone in which 50 percent of the population gradu-

Figure 2

Comparison of Income Mistributions for

College and no-College Groups When Different Percentages

of High School Graduates Attend College

Case 1: Where approximately

50% of the population obtain /
\

a college degiee and 50% /
do not.

1

Pistribution of income
Without regard to
educational attainment

Distribution of income
for college graduates
(50%)

Distribution of income
for non-college group

N(50%)

,

Difference in mean
incomes for college vs. no-college

Case 2: Where approximately r/-11.
90% of the population
obtain a college degree and/
10% do not.

Distribution of income
without regard to
educational attainment

Distribution of income
for college graduates (90%)

'Distribution of income for
% non-college group (10%)

Difference in mean
incomes for college vs. no-college

Note: Case 2 (where 90% of the population obtain a
college degree) has a bigger difference in
mean incomes but finds more college graduates
below the grand mean.
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ate from college and one in which 90 percent graduate from college
are used to make this point.. Going to college will not give one an
advantage over very many people of the same age (as it has in the
past), but it will at least prevent one from being pushed Out of the
runnhig. Young people, it seems,. will have everything to lose if they
don't go to college, but very little to gain if they do. One might say
that going to college is increasingly becoming a defensive rather than
an offensive career-decision.

The Involuntary Campus
It has of course always been true that many students went to college

not because of intrinsic interest in pursuing study in one field or an-
other, but because they recognized that a collecre education would in-
crease the prospects of a stable financial future.But generally, this at-
tendance has been voluntaiy in the sense that it really wasn't necessary
for the student to attend college in order to compete for a fairly wiac
array of satisfactory jobs, nor was any particular stigma attached to
the student who decicled against a college education. As the percentage
of high school graduates going on to college continues to rise, however,
the voluntary nature of college attendance begins to vanish. As Martin
Trow has pointed out, "The growth of enrollments and the movement
toward universal higher education has made enrollment in college in-
creasingly obligatory for many students, and their presence there in-
creasingly 'involuntary.' "0 Trow argue§ that as the soaring enroll-
ments make colleges regemble secondary schools, some of the same
problems which have beset secondary schools for years begin to appear
at the college level, especially problems of student motivation, bore-
dom, and maintenance of order.

The overall effect of the involuntary student syndrome is that more
and more college classrooms are being filled by students "who really
do not want to be in college, have not entered into willing contract
with it, and do not accept the values or legitimacy of the institu-
tion." 1° This line of argument seems to suggest that the presence of
the involuntary students on campus may be a major factor in the rash
of student disturbances and other expressions of discontent on Amer-
ican college campuses during recent years. While not denying the legi-
timacy of many student complaints about poor teachmg, disinter-
ested faculty members, and the like, the "involuntary student" argu-
ment suggests that much of the blame for the campus disruptions and
disillusiomnent comes from forcing youngsters into college who, at this
time hi their lives, have no interest in being there, and- consequently
find much that they dislike.11 Kingman Brewster,president of Yale
University, makes much the same point : ". . . a university, too many
of whose members feel captive, is corrupted, distracted, and fouled
for all its members. Higher learning cannot work if it is involun-
tary." 12

oTrow, Martin. "Reflections on the Transition from Mass to Universal Higher Edu-
cation," Daedalus, 99, 1 (Winter, 1070), p. 25.

10 Ib1., p. 20.
" I t should be pointed out here that most research on student protestors and activists

indicates tlmt these students are highly able academically. Thus, if the increase in in-
voluntary students is a force behind the campus disturbancesto the author's knowledge
there Is no good evidence on this poIntit is clear that the involuntary students in these
cation," Daedalus, 99, 1 (yinter, 1970), p. 25.

Brewster, Kingman. 'The Involuntary Campus and the Manipulated Society," Educa-
tional Record, Spring, 1970, p. 102.
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Opposition to the involuntary student movement from 'a -slightly
different, point of viewthe negative consequences such trends have on
the quality. of American higher educational, institutionsis made by
Fritz Machlup of Princeton. Machlup points out that

higher education. should be open to all who want it and can
take. it. But we cannot change the fact that perhaps 80 percent
of the people find it not relevant to their interests and capacities.
This is especially true of those who have been denied an adequate
preparation at home and at school. Broader, continuing education
also should be open to all who want it, and many more will be
qualified for it. What I deplore is that virtually all colleges And
universities are reducing academic requirements and the level of
their offerings in the name of social justice and equality of oppor-
tunity, that is, in order to accommodate more of those who are
not. prepared to take higher education.'"

It is worth noting that. each of these opponents of the movement
toward the "involuritary student" stresses the negative consequences
of such a. trend for the institution, in two cases in terms of the dis-
ruption that results when students become dissatisfied with its
"irrelevant.' programs of stndy. in th e. other case in *terms of the water-
ing down of instihitional "quality" via a reduction in academic re-
quirements. It. would seem. however, that, this concern for the welfare
of the ins:it-lit-ion may be overdraniatized and, compared to the needs
of the, individual students, not all that important. If the move toward
mass education could be shown to have long-run benefits for the indi-
viduals involved, the dire consequences predicted for the institutions.
if at. all accuratediminish in nnportance. The difficulty, however is
in demonstrating the positive consequences for the students, and rec-
ognizing the 'very real possibility that the consequences for them may
be negative as well. One iniaht well ask, "What about, the, students?"
-flow are they going to feel when, on top of resenting the pressures
imposed on them to attend college, they discover that the rewards of
their endtirancethe financial -gains they had been led to expectmay
not be available after all?

Getting the Job Versus Doing the Job

Obviously, one of the major difficulties.in all this is the .level of
educational attainment requiredby .maiiy employers. The :fiiet.that
college degree. will not proVide a financial advantage when 80. or 99
percent of the high school graduateS. attend Collecre does little to' de-.
tract froth the harsh reality of the fact that the 1epercent who. do not,
go on to college won't be able to get a job! Educational- reqnirements
for most. jobs 'have risen dramatically over the past 10 years,.And it is
difficult. to say whether the rise in requirements has resulted in the
increase.in college enrollments or the increase in enrollments has given
einployers the opportunity to raise educatioiml requirements. In either
case, thoplain facts are that college de,o,irees are now required for many .
jobs which formerly required only a high school diploma. This situa-
tion has prompted one skeptic to ask: "Are academic credentials im-
portant for doing the job,or just for getting it ?" 14 .This question

13 Machlup, Fritz, "Longer Education : Thinner. Broader. or Higher." Proceedings of
the 1970 Educational Testing Service Invitational Conference ost Testing Problems, Edu-
cational Testing Service, Princeton. N.J. (in press).

Berg. Ivor. 1,114ch Man's Qualiflcatir". for Poor Men's Jobs," Transaction, 0, 5
(March, 1909),
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indicates awareness of the fact that much of the upgrading in em-
ployers' educational requirements has been arbitrary. It would now
appear that too many employers are demanding too much education
for the job they offer. A comparison of 1960 census data with the U.S.
Employment Service's descriptions of 4,000 jobs clearly shows that

ihighly educated people are employed n jobs that require less educa-
tion than these people actually have." Beyond the unfortunate aspect
of many people making certain sacrifices to obtain more schooling
than they eventually need, this situation has (or can have) serious
consequences for the employers as well. In certain cases educational
attainment bears a negative relationship to job performance and
worker morale. Numerous studies in industrial settings suggest that
many better-educated employees are assigned to positions requiring
low skills (or, at least, skills not related to educational experiences)
with high 'turnover, low productivity, and worker dissatisfaction as
frequent results.

The sometimes negative consequences of unrealistically high edu-
cational requirements are not limited to business and industry. Amer-
ican education itself may ironically be the best example. Many states
and school districts have rigid regulations regarding educational re-
quirements necessary for salary increases and promotions. Such poli-
cies, of course, are based on the premise that the greater the number of
college credits accumulated, the greater the contribution one is able to
make to the school system. Interestingly enough, several studies have
indicated that as teachers' educational attainments rise, teacher mobil-
ity increases, with the teachers often moving out of education alto-
(Tether into positions in other fields. To quote Berg again:

Thus, for school systems to tie pay increases to extra credits
seems to be self-defeating. Teachers who earn extra. credits
apparently feel that their educational achievements reach a
point beyond which they are overtrained for their jobs, and
they then want to get administrative jobs or leave education
for lJetter paying jobs in industry. The school districts are,
in a sense, encouraging teachers not to teach."

Will Still More Education Become the Trend?

If, as suozested in. this paper, the increasing percentage of high
school gi:agiates attending college will have the net effect of weaken-
ing the influence of a college degree as an income-producing asset,
doesn't that simply mean that still more education will become the
avenue to the same groal ? There is already abundant evidence that just
as the percentage of high school graduates going on to college is rising,
so is the percentage of college graduates going on to graduate school."
The overlapping income distributions referred to earlier (see Figure
1) will no doubt change, but the major nature of the change may sim-
ply be that both curves are pushed upward. This possible trend is
shown in Figure 3. As indicated, as the percenthge of the population
attaining higher educational levels increases, those with less formal

)6 Ibid.
10 Ibid., p. 48.
nA Fact Book on Higlicr Education. op. cit. ln 1955, 8.8 percent of all students

attending accredited colleges were enrolled in graduate school. Today that figure has
climbed to well over 11 percent.
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Figure 3

Changes in Income Distribution Duryea

With Increasing Levels of Educational Attaisment

A Mean income of non-collage

population
B Haan income of college

graduates
C Mean income of those with

graduate education
D (In bottom drawing only)

Mean income of those with
still more education

Note: As with Figure 1, these
curves are not drawn to precise
data and are intended to be illustrative
of basic trends only. Note that the
relative income differential between
high school and college graduates
increases with the increase in the
percentage of the college-going
population, and the differential
between the college graduates and
thosewith graduate training also
increases as the percentage of
college graduates going on to
graduate school rises. An important
part of this explanation is that
employers' demands or job requirements
keep pace with the supply (Miller, Income
Distribution in the U. S., as referenced).

1960

A

education fall further behind in the income distributions. But, in the
long run, the net effect may simply be that the educational attainment
norms are stepped upi.e., elongatedwith the economic value (to
the individual) of educational attainment remaining essentially the
same. In 1960, those without a college education made less money than
college graduates, but there were many people without a college degree
and therefore some competitive balance. In the year 2000, assuming
present trends continue, it may well be that those having a college de-
gree will be much like the high school graduates of 1960. They will
be much better off than those not going to college (there will be far
fewer in the latter group), but will now compete with a sizable popu-
lation of people with graduate training.

Summary and Policy Questions

This paper has attempted to show : 1) that the percentage of high
school graduates going on to college has been increasing steadily and
will most likely continue to do so, 2) that a very high percentage of
these students are attending college because of the perceived financial
(rains that will result when, in fact, for a great many of these students,
such gains may not be achieved, and 3) that the net effect of tying job
entry to educational attainment in many occupations may simply be to
prolong the number of years of compulsory education, with little bene-
fit (financially) to the very students who view this as the primary
purpose of higher education.
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Nwnerous research and policy considerations follow from these
assertions. First, it would seem nnperative to learn much more about
the relationship, between Oncational attainment and job performance
in many occupations. FM. how Many and what kinds of occupations
do educational attainment requirements seem unnecessarily high ? Does
the utilization of high educational requirements, without evidence for
their relevance, for job success, serve as another form of discrimination
aninst groups from. disadvantaged (economically and educationally)
ad:grounds?

*More needs to he known about the rehitionship between various col-
lege experience data (e.g.. college "quality," rank in class, major field)
.and subsequent job opportunities, success, and satisfaction. Would
.those students who attend low-quality institutions or rank toward the
bottom of their classes in the lwtter ones have done just. as well NI d they
not even attended college, especially considering such factors as
costs (rising sharply) deferred income, and the like? Also, in view of
.the fact that a great many students regard college as a major avenue
to improved financial status (see Table :1 1, it would seem to be of
paramount importance to examine the factors that influence student
expectations of the henefits of college. the extent. to which theSe expecta-
tions change diming the college years, and whether the students feel
that their perceived needs (especially financial) have been satisfied.

What. lehtds of post-secondary training or schooling would seem to
. be most appropriate for what kinds of students? The "relevance" of
higlwr education can only be considered in the, context of the purposes
one sees education as serving. Neverthele.ss, the typical liberal-arts pro-
gram would seem appropriate for only a small portion of the students
.now in higher education. Institutions offering a. greater variety of edu-
.cation and training programs are badly. needed. At the' .redont Com-
liiission oh Tests of the College Entrance Ixamination Board pointed
'out: . .

American colleges have often been characterized as diversp :
it seems clear that they must become inOre so, both it the in-
stitutional level and within their curricuhims, if they are to
serve nearly all American young people in an inereasingly
complex society. People.are also diversponpre so 'than colleges
have yet learned to take into ticcOnnt: in their-proeedfires,
their programs, or their instruction." .

American higher edudation .has been criticized in recent; years for
being an elite institution serving mainly as a ceedentialling agency for
upper-middle class youth. These criticisms are just, and have been long
.overdue. In reshaping American higher education, however, great care
.must be taken to insure that, egalatarhm ideals aTenot being used to
..create an illusion.- Opening wider the doors of admission to college
will be a bitter travesty if new doors to satisfactory job opportunities
.are being erected and kept closed. Much more attention has to be given
to the relationship between formal education and occupational oppor-
tunities, and to the whole notion of tying income benefits to. quantity
of formal schoolina. Some means must be found for enabling, a far
greaterpercentage cif American people to attain the comfortable stand-
ard of living so many of us take for granted. But is more education
the answer?

181tighting the Balance, Vol. I of the College Entrance Examination Board's Report
of the Commission on Tests, CEEB, New York, 1070, P. 30.
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THE MORAL. CONTENT OF AMERICAN PUBLIC
EDUCATION

By ISRAEL SCHEFFLER

I. INTRODUCTION

The.title of this essa.y is to be taken not as a declaration but as a..
questiOn : What should be the purpose and content of our educational
system insofar, as it relates to moral concerns? This is a very large
question, with many and diverse 'ramifications. Only its broadest as-
pects can here be treated; but a broad treatment, though it must ignore
detail, intty still be useful in orienting our thought and highlighting
fimda Mental distinctions and priorities.

II. EDUCATION IN A DEMOCRACY

The title 'refers to education as American. But the latter designation
is simply geographical ; it provides little in the way of distinguishing
criteria releVant to our problem. What ig more pertinent is the com-
mitment to the ideal of democracy as a. organizing principle of so-
ciety. This commitment has radical and far-reachmg consequences,
not only for basic political and legal institutions, but also for the edu-
catibnal conceptions that guide the development of our children. All
institutions, indeed, operate through the instrumentality of persons;
social arrangements are "mechanisms" only in a. misleading meta-
morphical sense. Insofar as education is considered broadly, as em-
bracing all those processes through which a society's persons are de-
veloped, it is thus of fundamental import for all the institutimis of
society, without exception. A. society committed to the democratic ideal
is one that makes peculiarly difficult and challenging demands of its
members; it accordingly also makes stringent demands of those proc-
esses through which its members are educated.

What is the democratic ideal, then, as a principle of social organi-
zation ? It .aims so to structure the arrangements of society as to rest
them ultimately upon the freely given consent of its members. Such an
aim requires the institutionalization of reasoned procedures for the
critical and public review of policy ; it demands that judgments of pol-
icy be viewed not as the fixed privilege of any class or elite but as the
common task of all, and it requires the suppLinting of arbitrary and
violent alteration of policy with institutionally channeled change or4
dered by reasoned.pemuasion and informed consent.

The democratic ideal is that of, an open and dynamic society.: open;
in that there is no antecedent social blueprint which is itself to be taken
as a doomia iMmune to critical evaluation in the pUblic forum ; dynamic,
in thar its fundamental institutions are not designed to arrest change
but to order and channel it by exposing it to public scrutiny and.rest-
ing it ulthuately upon the choices of its members. The.democratic ideal

(16a)
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is antithetical to the notion of a fixed class of rulers, .with privileges
resting upon social myths which it is forbidden to question. It envisions
rather a society which sustains itself not by the indoctrination of
myth, but by the reasoned choices of its citizens, who continue to
favor it in the light of a critical scrutiny both of it and its alternatives.
Choice of the democratic ideal rests upon the hope that this ideal will
be sustained and strengthened by critical and responsible inquiry into
the truth about social matters. The democratic faith consists not in a
dogma, but in a reasonable trust that unfettered inquii y and free
choice will themselves be chosen, and chosen again, by free and in-
formed men.

The demands made upon education in accord with the democratic
ideal are stringent indeed; yet these demands are not ancillary but
essential to it. A.s Ralph Barton Perry has said,

Education is not merely a boon conferred by democracy, but
a condition of its survival and of its becoming that which it
undertakes to be. Democracy is that form of social organization
which most depends on personal character and moral autonomy.
The members of a democratic society cannot be the wards of
their betters; for there is no class of betters. . . . Democracy de-
mands of every man what in other forms of social organization
is demanded only of a segment of society. . . Democratic educa-
tion is therefore a peculiarly ambitious education. It does not
educate men for prescribed places in life, shaping them to fit the
requirements of a preexisting and rigid division of labor. Its
idea is that the social system itself, which determines what places
there are to fill, shall be created by the men who fill them. It is
true that in order to live and to live effectively men must be
adttpted to their social environment, but only in order that they
may in the long run adapt that environment to themselves. Men
are not buil din et materials to be fitted to a preestablished order, but
are themselvesbthe architects of order. They are not forced into
Procrustean beds, but themselves design the beds in which they
lie. Such figures of speech symbolize the underlying moral goal
of democracy as a society in which the social whole justifies it-
self to its personal members?

To see how radical such a vision is in human history, we have only
to reflect how differently education has been conceived. In traditimal
authoritarian societies education has typically been thought to be a
process of perpetuating the received lore, considered to embody the
central doctrines upon which human arrangements were based. These
doctrines were to be inculated through education; they were 'not to be
questioned. Since, however, a division between the rulers and the niled
was fundamental in such societies, the education of governing elites
was sharply differentiaited from the training and opinion-formatior
reserved for the masses. Plato's Republic, the chief work of educational
philosophy in our ancient literature, outlines an education for the
rulers in a hierarchical utopia in which the rest of the members are
to be deliberately nourished on myths. And an authoritative contem-
porary Soviet textbook on Pedagogy declares that "Education in the

1 Ralph Barton Perry, Realms of Value, Cambridge, Massachusetts : Harvard University
Press, 1954. pp. 425ff. Excerpt reprthted in I. &heftier, ed. Philosophy and Education,
2nd edition, Boston Allyn and Bacon, Inc., 1966, pp. 32ff.
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USSR is a weapon for strengthening the Soviet state and the building
of a classless society. . . . the work of the school is carried on by
specially trained people who are guided by the state."2 The school was
indeed defined by the party program of March 1919 as "an instrument
of the class struggle. It was not only to teach the general principles of
communism but 'to transmit the spiritual, organizational, and educa-
tive influence of the proletariat to the half- and nonproletarian strata
of the working masses.' "3 In non-democratic societies, education is
two faced : it is a weapon or an instrument for shaping the minds of the
ruled in accord with the favored and dogmatic myth of the rulers; it is,
however, for the latter, an induction into the prerogatives and arts
of rule, including the arts of manipulating the opinions of the masses.

To choose the democratic ideal for society is wholly to reject the
conception of education as an instrument of rule; it is to surrender
the idea of shaping or molding the mind of the pupil. The function of
education in a democracy is rather to liberate the mind, strengthen
its critical powers, inform it with knowledge and the capacity for in-
dependent inquiry, engage its human sympathies, and illuminate its
moral and practical choices. This function is, further, not to be limited
to any given subclass of members, but to be extended, insofar as pos-
sible, to all citizens, since all are called upon to take part in processes
of debate, criticism, choice, and cooperative effort upon which the com-
mon social structure depends. "A democracy which educates for democ-
racy is bound to regard all of its members as heirs who must so far as
possible be qualified to enter into their birthright."

III. IMPLICATIONS FOR SCHOOLING

Education, in its broad sense, is more comprehensive than schooling,
since it encompasses all those processes through which a society's mem-
ber are developed. Indeed, all institutions influence the dzvelopment of
persons working Within, or affected by, them. Institutions are complex
structures of actions and expectations, and to live within their scope
is to order one's own actions and expectations in a manner that is
modified, directly or subtly, by that fact. Democratic institutions, in
particular, requiring as they do the. engagement and active concern
of all citizens, constitute profoundly educative resources. It is im-
portant to note this fact in connection with our theme, for it suggests
that formal agencies of schooling do not. and cannot, carry the whole
burden of education in a democratic society, in particular moral and
character education. All institutions have an educational side, no mat-
ter what their primary functions may be.. The question of moral
education in a democracy must accordingrly be raised not only within
the scope of the classroom but also wit'hin the several realms of
institutional conduct. Are political .policies and arrangements genu-
inely open to rational scrutiny and public control? Do the courts and
agencies of government operate fairly ? What standards of service

2 B. P. Yesipor nnd N. K. Goneharor, Pedagogy, Third Edition, 1948; quoted in George S.
Counts nnd Nucin P. Lodge, "I Want To Be Like Stalin", New Ynrk : The ;Tohn Day Com-
pany, 1947, pp. 14, 18.

Frederic Lilge. "Lenin and the Politics of Education", Slavic Review, vol. XXVII,
Nn. 2, :nine 1988, p. 255.

+Ralph Barton Perry. Op. cit.
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. and -integrity are prevalent in public offices? Does the level et political
. debate ineet appropriate requirements of candor and logicalargumei ?

Do joUrnalism.and the mass inedia expose 'facts and ulteimatives, or
appeal to fads and emotionalism ? These and many other allied ques-
tions pertain to the status of moral education witbin a democratic
society. To take them seriously .is to recognize that moral education
jireSents .a challenge not only to the schools, but also to every -other
inStitution Of society. . .

.Yet the issue nuist.eertainly be raised specifically in connection with
schools and schoolilig. What is the province of moralityin the school,
particularly the democratic.school? Can morality conceivably be con-
strued aS a 8uhjori, consisting in a set of maxims of -conduct, or an
acebunt Of current mores, or a HA of rules derived from some authori-
tative seurce? Is' the function of moral education rather to ensure
cOnformitY.to.a certain .code of behavior regulating the school? Is it,
perhaps, to involve pupils in the activities of student organizations
Or in- discussion of "the. problems of democracy"? Or, since morality
perta ins to the whole of what transpires in school, is the very notion
of specific moral schooling altogether misguided?

Thesequestions are very difficult, not only as matters of implementa-
. tion, but also in theory. For it can hardly be said that there is firm
agreement among moralists and educators as to the content and scope
of morality. Yet the tradition of moral philosophy reveals a sense of
morality as a comprehensive institution over and beyond particular
moral codes, which seems to me especially consonant with the demo-
cratic ideal, and can, at least in outline, be profitably explored in the
context. of schooling. What is this sense?

It may perhaps bc initially perceived by attention to the language
of moral judgment. To say that an action is "right", or that, some
course "ought" to be followed, is not simply to express ones taste or
preference . it is also to make a claim. It is to convey that the judgnient
is backed by reasons, and it is further to invite discussions of such
reasons. It is, finally, to suggest that these reasons will be found com-
pelling when looked at impartially and .objectively, that is to say,
taking all relevant facts and interests hito account and judging the
matter as fairly aspossible. To make a moral claim is, typically, to rule
out the simple expression of feelings, the mere giving of commands,
or the mere citation of authorities. It is to commit oneself, at least in
principle, to the "moral point of view", that is, to the claim that one's
recommended course has a point, which can be clearly seen if one takes
the trouble to survey the situation comprehensivfoy, with impartial and
sympathetic consideration of the interests at stake, and with respect
for the persons involved in the issue. The details vary -in different

'.philosoplii.cal accounts, but' the broad outlines are generally acknowl-
edged by contemporary moral theorists.5

If morality can be thus described, as an institution,, then it is clear
that, we err if we confuse our allegiance to any particular code with

N See. for (wimple, Kurt Bolen The Moral Point of View, Ithaca, New York : The Cornell
University Press. 105S William N. Frankenn, Ethics, Englewood Cliffs, N..T. : Prentice
Hall. Inc.. 1063 : and R. S. Peters. Eaten and Education, Glenview, Minds : Scott Foresman
and Company. 1967.

Additional artkles of interest may be found in see. V "Moral Education" and see. VI
"Education. Roligimi, and Politics", in I. ScheMer. ed. Phan:twain and Education, .2nd pal-
Hon. Boston : Allyn and Bacon. Inc.. 1066.
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our commitment to this institution ; we err in mistaking our prevalent
code for the moral point of view itself. Of conrse, we typically .hold
our code to be justifiable from the moral point of view. However, if we
are truly committed to the latter, we must allow the pOssibility that
further consideration or new information or emergent human .condi-
tions may require revision in.our code. The situation is perfectly analo-
gous to the case of science education ;_ we err if we confuse ourallegianee
to the current corpus of scientific doctrines with our commitment to
scientific method. Of course we hold our current science to be justifiable
by scientific method, but that very method itself commits usto holding
contemporary doctrines fallible and revisable in the light of new argu-
ments or new evidence that the future may bringto light. For scientific
doctrines are not held simply as a matter of arbitrarypreference; they
are held for reasons. To affirm them is to invite all .who are competent
to survey these reasons and to judge the issues comprehensively and
fairly on their merits.

Neither in the case of morality nor in that of science is-itpossible.,
to convey the underlying yob/ t of view in the abstraet. It would make
no sense to say "Since our presently held science is likely to be revised
for cause in the future, let us just teach scientific method and give up
the teaching of content." The content is important in and Of itself,
and as a basis for further development in theluture. Moreover, one
who knew nothing about specific materials of science in the concrete
could have no conception of the import of an abstract .and second-
order scientific method. Nevertheless, it certainly does not follow that
the method is of no consequence. On the contrary, to teach current
science without any sense of the reasons that underly it, and of the
logical criteria by which it may itself be altered in the future, is to
prevent its further intelligent development. Analogously, it Makes no
sense to say that we ought to teach the moral point of view in the
abstract since our given practices are likely to call for change. in the
future. Given practices are indispensable, not only in organizing
present energies, but in making future refinement% and revisions pos-
sible. Moreover, one who had no concrete awareness of a. giVen tra-
clit.ion of, Practice,, who had no conception of what rule-governed con-
duct was,. could hardly be expected to .comprehend what:the moral
point of view might be, as a second-order vantage point on practiee.
Nevertheless, it does not follow that the latter vantage* point is insig-
nificant. Indeed, it is fundamental insofar as we hold our given prac-
tices to be reasonable, that is, justifiable in principle upon fair and
comprehensive survey of the facts and interests involved.

There is, then; a strong analof,ry between the moral and the scientific
points of view, and it is no accident that we speak of reasons in both
cases. We can be reasonable in matters of practice as well as in matters
of theory. We can make a fair assessment of the evidence. bearing on
a hypothesis of fact, as we can make a fair disposition of interests in
conflict. In either case, we .are called upon to overcome our initial
tendencieS to self-assertiveness and partiality by a more fundamental
allegiance .to standards of reasonable judgment comprehensible to all
who are competent. to investigate the issues. In formince such an al-
legiance, we commit ourselves to the theoretical possibility that .we
may need to revise our current beliefs and practices as a consequence
of '"listening to reason". We reject arbitrariness in principle, and
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accept the responsibility of critical justification of our current. doc-
trines and rules of conduct.

It is evident, moreover, that there is a close connection between the
general concept of reasonableness underlying the moral and the sci-
entific points of view, and the democratic ideal. For the latter demands
the institutionalization of "appeals to reason" in the sphere of socT1
conduct. In requiring that social policy be subject to open and public.
review, and institutionally revisable in the light of such review, the
democratic ideal rejects the rule of dogma and of arbitrary auth9rity
as the ultimate arbiter of social conduct. In fundamental allegiance
to channels of open debate, public review, rational 3.3ersuasion sud
orderly change, a democratic society in effect holds its own current
practices open to revision in the future. For it considers these prac-
tices to be not self-evident, or guaranteed by some fixed and higher
authority, or decidable exclusively by some privileged elite, but sub-
ject to rational criticism, that is, purporting to sustain themselves in
the process of free exchange of reasons in an attempt to reach a fau .
and comprehensive judgment.

Here, it seems to me, is the central connection between moral, scien-
tific, and democratic education, and it is this central connection that
provides, in my opinion, the basic clue for school practice. For what it
suggests is that the fundamental trait to be encouraged is that of rea-
sonableness. To cultivate this trait is to liberate the mind from dog-
matic adherence to prevalent ideological fashions, as well as from the
dictates of authority. For the rational mind is encouraged to go behind
such fashions and aictates and to ask for their justifications, whether
the issue be factual or practical. In training our students to reason we
train them to be critical. We encourage them to ask questions, to look
for evidence, to seek and scrutinize alternatives, to be critical of their
own ideas as well as those of others. This educational course precludes
taking schooling as an instrument for shaping their minds to a pre-
conceived idea. For if they seek reasons, it is their evaluation of such
reasons that will determine what ideas they eventually accept.

Such a direction in schooling is fraught with risk, for it means en-
trusting our current conceptions to the judgment of our pupils. In
exposing these conceptions to their rational evaluation we are inviting
them to see for themselves whether our conceptions are adequate.
proper, fair. Such a risk is central to scientific education . where we
deliberately subject our current theories to the test of continuous
evaluation by future generations of our student-scientists. It is central
also to our moral code, insofar as we ourselves take the moral point of
view toward.this code. And, finally, it is central to the democratic com-
mitment which holds social policies to be continually open to free and
public review. In sum, rationality liberates, but there is no liberty with-
out. risk.

Let no one, however, suppose that the liberating of minds is equiv-
alent to freeing them from discipline. Laissez-faire is not the opposite
of dogma. To be reasonable is a difficult achievement. The habit. of rea-
sonableness is not an airy abstract entity that can be skimmed off the
coocrete body of thought and practice. Consider again the case of
science: scientific method can be learned only in and through its corpus
of current matenals.Reasonableness in science is an aspect or dimen-
sion of scientific tradition, and the body of the tradition is indispens-
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able as a base for grasping this dimension. Science needs to be taught
in such a way as to brmg out this dimension as a consequence, but the
consequence cannot be taken neat. Analogously for the art of moral
choke: The moral point of view is attained, if at all, by acquiring a
tradition of practice, embodied in rules and habits of conauct. 'Without
a preliminary immersion in such a tradition, an appreciation of the
import of its rules obligations, rights, and demands, the concept. of
choice of actions and niles for oneself can hardly be achieved. Yet. the
prevalent tradition of practice can itself be taught in such a way as to
encourage the ultimate attainment of a superordmate and comprehen-
sive moral point of view.

The challenge of moral education is the challenge to develop critical
thought in the sphere of practice and it is continuous with the challenge
to developeritical thought in all aspects and phases of schoolina. Moral

ischooling s not, therefore, a thing apart, something to be emadied in
a list of maxims, something to be reckoned as simply another subject,
or another activity, curricular or extra-curricular. It does, indeed, ha ve
to pervade the whole of the schc..I experience.

Nor is it thereby implied that moral education ought to concern
itself solely with the general structure of this experience, or with the
effectivenes.s of the total "learning environment" in forming the child's
habits. The critical questions concern the quality of the environment :
Wlmt is the nature of the particular school experience, comprising
content. as well as structure? Does it. liberate the child in the long run,
as he grows to adulthood? Does it encourage respect for persons, and
for the arguments and reasons offered in personal exchanges? Does
it open itself to questioning and discussion ? Does it provide the child
with fundamental schooling in the traditions of reason, and the arts
that are embodied therein? Does it, for example, encourage the devel-
opment of linguistic and mathematical abilitiest the capacity to read
a page and follow an argument? Does it provide an exposure to the
range of historical experience and the realms of personal and social
life embodied in literature, the law, and the social sciences? Does it
also provide an exposure to particular domains of scientific work in
which the canons of logical reasoning and evidential deliberation may
begin to be appreciated? Does it afford opportunity for individual
initiative in reflective inquiry and practical projectst Does it provide
a stable personal milieu in which the dignity of others and the varia-
tion of opinion may be appreciated, but m which a common and over-
riding love for truth and fairness may begin to be seen as binding
oneself and one's fellows in a universal human community?

If the answer is negative, it matters not how effective the environ-
ment is in shaping concrete results in conduct. For the point of moral
education in a democracy is antithetical to mere shaping. It is rather
to liberate.



EMERGING DEFINITIONS OF EDUCATION
By MAXINE GREENE

TEACHERS COLLEGE COLUMBIA UNIVERSITY

Current definitions of "education" fall, roughly, into three categor-
ies. The first contains those approaches deriving from tfolm Dewey's
view that education ( which "consists primarily in transmission
through communication" 2) occurs throughout the social enviromnent,
not simply in the schools. Lawrence A. Cremin,2 Charles E. Silber-
man,3 and others have emphasized the importance of incidental (or in-
formal) learning outside the institution of the school; they have in-
cluded the more or less deliberate transmission occurring through the
mass media, on the stmets, in the churches, and in the homes in their
definitions of "education." Lately, in fact, there has been a tendency to
ascribe an intentional character not only to educational television pro-
grams like Sesame Street but to television commercials, films, and even
political presentations. The distinctions Dewey saw between the "spe-
cial environment" created for learning within tlie school and occasions
for learning in the culture at large are in many places being obscured,
as people begin thinking in terms of plural and diverse opportunities
for learning. The definitions in this category have begun to divide and
subdivide in recent months: the medical, legal, and social work pro-
fessions are seen to be involved in education ; informal learning situa-
tions are conceived to be more "educative" than formal ones 4; Silber-
man (following Cremin) adapts the concept of paidekt to the Ameri-
can situation and asserts that the culture at large "educates," if only to
the "wrong ends." 5 In spite of the range of approaches in thiscate-
gory. "transmission" remains a key term; some sort of socialization is
implied ; and the educational process is thought to be one far more emi .
compassing tlian what transpires in schools.

The second category includes definitions which foci's on initiation
into the academic cIscipli lies, mastery, discovery of the "struct ures- of
knowledge or subject matter. For the philosopher It. S. Peters, for
instance, it is appropriate enough to describe education as a socializing
process "in the context of a theory of social cohesion-; hut, if tqm-
ceptual clarity is desired, 'education' ought to be defined "from the

o int of view of someone engaged in the enterprise." So defined,
educat ion' involves esFentially processes which intentionally trans-

mit what is valuable in an intelligible and voluntary manner and which

1.1ohn Dewey, Democracy and Educalion. New York: The Macmillan Company, 1916,
p. It.

1I.owrenee A. Cremln. The Genius of Amerleon I:duration. 10114mrcli. Pa.: The
University of PIttothurch Preen. 190, Chapter III. The Polities of Popular Et:mention.

Charles E. Silberman, Crisis in Die Classroom. New York : Random Houae. Inc.. 1970,
Part 1.

See Paul Goodman. Compulsory itia.Education nod The Community of Reholars.
.7Spw l'ork V1ntnce 1tnok4. 1901. Clinpler

3 RIllmrmi ow cit.. P. 7..
Itlelmn1 9. Pefrro. Education as lniliallon. London : VnlversIty of I.omlon Studies In

Ellumthet. Evan* Pro., Ltd.. I 90. p,
t,
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rent emphasis on the learning which inevitably occurs on city streets.
in museums, in community centers, agrees that the most significant.
authentic education is the kind that occurs outside the compulsory
school. George Dennison, on the other hand, and John Holt, while
likely to present a similar definition of 'education', hold some hope for
sensitively created learning environmentsfree schools, perhaps, in-
formal schools like Dennison's First Street School." In this category
too, however, there are ke words and key emphases: "11 ality of en-
counter,- "self-instruet ion," "consciousness, ' "authenticity," 9.-Thou,"
"freedom.- Socialization is rarely, if ever, referred to; nor are the
public traditions. There is, in fact, a certain negative stress in the most
of the definitions here, an explicit rejection of -multilat ion?" "manipu-
lation," "conditioning," predetermined curriculum, directiveness (al-
though "guidance" is allowed ) 18

It should be pointed out that, when criticisms are levied and reforms
proposed, the terni 'eduention' is used in various ways; and definitions
from all three categories are often subsumed unaer one stipulated
meaning. It is not uncommon, therefore, to find an educational writer
or researcher taking it for granted that education proceeds throughout
the social environment and then going on to recommend the kind of
structured learning environment which can only exist in a school. Nor
is it unusual for educators, while nodding in the direction of incidental
learning, to put their main stress upon deliberately guided classroom
performance, the exigencies of "knowing how," 2° the necessity for
moving logically and sequentially towards mastery of the disciplines.
More and more frequently today, cognitive achievement is linked to the
"humanization" or the l'popuhtrization" of knowledge, which is in
turn linked to the concept of a 'learning society," 2° one presumed to
be vital enough and aware enough to control its own instruments of
power, to determine its own destiny. At the same time, albeit in other
quarters, cognitive achievement may be linked to the development of
personal autonomy, to the ability to choose authentically and appro-
priately, to increases in the individual's capacity to cope with a chang-
mg, often hostile world.

Conceptualizations of "education" also depend upon vantage poiet
and perspective, as well as upon the universe of discourse inhabited
by the speaker. It is clear that many representatives of ghetto com-
munities take what has been called a "managerial" 21 approach to
education. Relatively uninterested in self-definition and heightened
consciousness, they are fundamentally concerned with a type of edu-
cation which provides their children with the kinds of skills the
market demands. The "illegitimacy" 22 ascribed to educational insti-
tutions serving the poor is explained by their inability to satisfy the
needs of tile constituency concerned."

Doxey A. Wilkerson, for example, talks about the "non-education"
responsible for reading retardation and the necessity for the kinds of

II George Dennison, The Lives of Children. New York : Random House. 1909.
16 See Goodman, op. cit.
" Cf. Gilbert Ryle, The Concept of Mind, New York : Barnes & Noble, Ir 1., 1949. Chapter

20 Dewey. op. tit.. pp. 416. 415.
n Cf. Thomas F. Green, Schools and Communities : A Look Forward, Harvard Edu-

cational Reriew, spring 1969. pp. 221-52.
12 Charles Hamilton. "Race and Education : A Search for Legitimacy." Harvard Educa-

tional Review, Fal11968. pp. 669-84.
a Hamilton. op. cit.
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compensatory education which will enable poor children to cope with
the demands of an advanced industrial society:24 He has, it would
appear, skills in mind; and, in defining "education-, he would more
than likely put his emphasis on funthauintal "knowing how," the
nature of which is determined by the requirements of the "opportunity
structure,- by the world of work. Robert A. Dentler, also concerned
with the disadvantaged, uses the term "upgrading" and talks of the
n "eaeed to develop rning power and cognitive skills." 25 Kenneth
Clark emphasizes the social pathology in the background of ghetto
children and calls for the establishment of "mobility vehicles" 26 in a
variety of parallel systems. For him, too, "education" is defined as
coinpensation, upgrading, enabling young people to overcome the
powerlesiwss accompimying poverty.

There are other spokesmen for minority groups who do not so
readily accept the need to prepare poor children for absorption into
the mainstream as it presently exists. When Preston Wilcox talks
of education in the community-centered and parent-controlled schools
he advocates,27 he frequently evokes images of education as it once
proceeded in the small face-to-face communities from which so many
poor people have come. The process, he suggests, should be co-exten-
sive with the local cominunity. Not only should the skills of literacy be
taught; not only should minority children be made acquainted with
their own past and their own cultural identity ; the school should
serve "as a life orientation vehicle for new students and newcomers to
the city." 2s The school, for Wilcox, gradually becomes co-extensive
with the community. Education, while including "learning for use,"
the development of "a sense of functional curiosity," and the nurture
of responsibility for developing "intellectual resources," includes
policy-making for the community and self-expressiveness on the part
of indigenous individuals. This particular approach is a direct
response to frustrated efforts at integrating and upgrading existing
grhetto schools; it is one of the few that defines "education" more or
kss explicity as a process of effecting social change.

"Education" for Black Power advocates and other militants means
something different; since, for them, the ethnic identity must be com-
ninnicated in such a fashion that it becomes "separate" in every
respect. "Education" then comes to mean an initiation into an integral
sub-culture. part traditional, part fabricated in response to the

" Education of children to awareness of a culture-in-the-
ma king and, at once, to a new and proud awareness of themselves in-
volves a type cif indoctrination coupled with an emphasis on choosing
and self-creation. There is less emphasis on skill-training than in the
modc.ls proposed by Kenneth Clark; less orientation to a local com-
munity than in Preston Wilcox's model. Also, there is an explicit
rejectmn of all efforts to regenerate such fictions as "melting-not?
along with a repetion of notions like "deprivation" and "corn-

:4 noxey A. Wilkerson. rem nenintory Education. In Sheldon Mnrcus nnd Entry N.
Ed.s. Conflicts in Urban Education. New York : Tinsle Books. 1971.

23 Robert A. Dentler. Neu* Method. of Teaching floe Socially Disadrantaged. In Marcus
nml Rixlin. op. cit.. p.

=Kenneth Clnrk. .4lteroont ire Public Rehool Systeme. In Beatrice nnd Ronnld Gross.
MLR.. Radical Rehool Reform.New York : Simon nnd Sehuiter. 1069. p. 114.

n Preston Wilcox. The Community-Centered School, in arms. op. cit.. p. 123.
:4 Wilcox. op. clt.. p. 125.
tv. SPO ()sale Dioxin. "The English Language is My Enemy." in The American Teacher.

April 1947 : "On Separatism." Columbia Spectator. March 7. 1009 : "Course on Minority
Group Culture r: Social Science Reclew. September 1009.
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b.

pensation." Clark and Wilcox too take issue with the prevalent belief
that children fail because of their peculiar deficiencies rather than
the school's; but educational separatists are far more likely to charge
the larger society with racism, decadence, as well as with deficiencies,
and to perceive the emerging Black as a source of fresh power mid
insight which the white man will do all he can to tamp down."

It should be clear, even on the basis of this limited sampling, that
'education' (much like 'art') must be considered an open concept today.
None of the traditional definitions (cultivating, rearing, translating,
skill-training, socialization, acculturation) encompasses the diverse
phenomena identified as 'education' today. Yet, in the Introduction to
Roger E. Levien.s draft, of a Preliminary Plan for the proposed Na-
tional Institute of Education."' most of' the traditional definitions are
implicit. The American "educational system.- says the writer, should
"eonrey to the coming generation the knowledge and leFsons of the
previous one." It should "equip them for life half a century into the
future. . . It. should "prepare them to be effective contributors to
society's needs, etc.". The verbs are all transitive; there is little hint
of the emerging mcognition that what Margaret fead Calls n "prefig-
urative culture- is taking shape in our world.32 By that she means a
specific response to new conditions lamely due to the unprecedented
rapidity of change. Among these conditions are "the emergence of a
world community . . . united by shared knowledge and danger"; 83
the scientific revolution which has revolutionized agricultural produc-
tion and begun to modify the entire planers ecology; changes in medi-
cine, child-rearing, family life. "Most importantly. these dianges have
taken place almost. shnultaneouslywithin the lifetime of one genera-
tionand the impact of knowledge of the change is world-wide." 34
Dr. Mend goes on to say metaphorically;

In this sense, then, of having moved into a present for which
none of us was prepared by our understanding of the past, our in-
terpretations of ongoing experience or our expectations about the
future, all of us who grew up before World War II are pioneers,
immigrants in time who have left behind our familiar worlds to
live in a new age under conditions that are different from any we
have known. Olir thinking still binds us to the pastto the world
as it existed in our childhood and youth. Born and bred before
the electronic revolution, most of us do not realize what it means."

As she sees it, the young generation (particularly the dissident mem-
bers of that generation) are at home with the dectronic revolution,
the new technology, the complex inmiediacy of events; and the solu-
tions or the models proffered to them by the older gveneration (in their
well-meaning effort to perpetuate w)at they themselves have in-
herite(l) have become irrelevant. A new kind of culture is in the mak-
ing; and, because she believes it to be best represented by the still un-..
born child, Dr. Mead calls it a "prefigurative" culture. Education in

5. SPP Eldridge Cleaver. Soul On /cc. New York : MeGrnw.H111. Inc.. 1908.
The Rand Corporation. December 1:1. 1970.
Margoret Mimi, Culture und Commitment, Gorden City. New York : Doubleday &

%nun:inv. Inc.. 1970.
Mead. op. cit., p. 09.

r Op. cit., p. 71.
al Op. cit.. p. 74.
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such. a situation can only be a matter of teaching young people how
to learn, nOt what to learn.

It is against this background that the work of contemporary phil-
osophers becomes so relevant; because,. whether their orientation is
analytical, pragmatic, or existential, they are focusing on conceptions
of eaucation which assume learners to be potentially active persons,
concerned with "knowing how," orpnizing their experience, generat-
ing new and useful ideas, attempting to make sense. Teaching, says
Gilbert. Byte, b; opening gates, introducing young people to ways of
doing things, enabling them to make independent moves on their own
inittative."" The teacher, Israel Scheffier points out, is not engaged
in conveying or bringing about belief. He is, rather, interested in
bringing it about "through the exercise of free rational judgment, by
the student." "7 The point is to communicate the value of principled
thinking and to make the principles fundamental to the disciplines
understandable, available for appropriation by young people of di-
verse abilities. Once they have internalized the norms or the principles
f»ndamental, say, to history, they are in a position to "do.' history.
This means they are enabled to pattern or to order certain events in
the past according to sonic chronological principle, or in terms of
causes and. effects; they are enabled to make certain generalizations
with respect to what they have learned to treat. as evidence. Using
r»les of procedure developed over time, by historians, they are en-
abled to explain. what happened, to make sense ("through the exercise
of -free rational judgment") of an inchoate field.

The focus, in this view of education, is on the growth of cognitive
capacity and the considered application of conceptual norms. Prag-
matic philosophers, equally concerned with.initiative and the mastery
of appropriate methods for finding out, might place a greater stress
upon problem-solving, ongoing growth, and what .Tolin Dewey called
the "reconstruction of experience." 35 But tbey too would be ho2tile
to mere transmission, to the conveyance of "inert ideas," " to the pre-
snmpt ion of passivity in the person expected to learn.

The existentialist, in his turn, would lay his stress upon the need
for passionate involvement in the action which is knowing. Chal-
lenging traditional separations between "subject" and "object" in en-
counters with the world, challenging indifference and abstractne,s. the
existentialist might be skeptical of what he calls "calculative think-
ing. 40 according to the scientific model. Reorganizing, however. that
knowing is a means of relating to particular situations and that there
are multiple modes of relating, he would acknowledge the uses of
scientific inquiry even while stressing the dangers of objectifying other
hmnan beings or of making a mere entity of the self. Freedom, choice,
and authenticity : those would be his watchwords. Education signifies
a process of acting reflectively upon one's own freedom; making
choices in the changing situations of one's life in response to exigency.
to perplexity, to a sense of open possibility; committing oneself to

34 Gilbert Ityle. Teaching and Training. In R. S. Peters, Ed. The Concept of Education
New York : The Humunitles Press. 1967,

lsrnel Schafer, Conditions of Knowledge. Chicago: Scott. Foresmnn and Company,
1965. p. 11.

34 Dowry. op, Mt.. pp. 59-93.
e See Alfred North Whitehead, The Alma of Education, New York : Mentor Books, NAL.

1949M0nrtln Ilehlegger. Discourse on Thinking, New York: Harper & How, 1966, p. 50.

65-715-72-13
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what one has chosen; remaining in "good faith." Although the lan-
ffbuaae differs from that used by analytic and pragmatic philosophers,
the fundamental concern is aldn to theirs. The individual to be edu-
cated is conceived to be a free agent capable of exerting himself in
order to make sense. His learning is a mode of personal action inten-
tionally undertaken. His education is ineluctably individual; it may be
stimulated by others, but it can only proceed if the learner takes the
initiative, ifat whatever conceptual level he turns out to behe
learns how to learn.

For all the persistence of "managerial" approaches, then, in certain
dimensions of the educational scene, for all the continuing talk of
66 compensatory" learning, the main thrust is towards diversification
and mdividtmlization. Those who are conceiving 'education' as in-
formal as well as formal are thinking about what Mario Fantini calls
6:public schools of choice," 41 meaning education in a. self-renewing,
multi-faceted system. They are breaking in various ways with the
monolithic model, seeking ways of using the resources of the social
environment at large. Whether they are demanding "free schools" in
storefronts or in farmhouses, community-centered schools, or a type
of education which takes place in the various institutions of a locality
rather than in a formal school, they have in mind participant, experi-
mental learning. "relevant" in an unprecedented sense. Those who con-
ceive 'education' as initiation into knowledge of the disciplines or the
public traditions are also, perforce, beginning to think in terms of in-
dividualization. For one thing, they are becoming aware of the need
to adjust. the "logical" to the "psychological," 42 or to take account of
the conceptual capacity of each studeut learning_to engage at particu-
lar points with the structure of a discipline. For another, they are
becoming aware of the student's own intentions, of the.importance of
engaging him in the conscious nurture of critical questioning and the
conscious appropriation of norms. Those who. conceive 'education' as
self-instruction obviously are committed to individualization, since
they perceive the corporate structures of the society to be nothing more
than organized efforts to depersonalize, to force individuals into
the system," to "process" them for the system's own ends.

It is impossible to assert that any particular group shonld deter-
mine what. should be taught. It is equally nnpossible to develop model
curricula, exemplary methodologies, viable statements of predeter-
mined goals. We are living at a time when more and more peeple per-
ceive our institutions as Yossarian perceived the army in Cratch-22,
when conventions and ancient traditions are being challenged on all
sides, when the success and mobility values are being fundamentally
questioned, when individuals are seeking a pluntlitv of visionsa
plurality of modes of sense-making, a plurality of schools. An Insti-
tute of P.ducation, like the R. and D. Centers to be established in the
future, ought to come to terms with this diversity and give pp the as-
sumption that there is or will ever again be a 4public philosophy,"
or some universal commitment to a set of "national goals..' Yet educa-
tion, broadly and richly conceived, is more important today than it
ever was. In the face of crisis, it may yet become the means of enabling
individuals to become the authors ot themselves.

0 Mario FantIni. Educational Agenda for thp 1070s and Beyond : Public Schools of
Choice. Social Polley, November/December 1970. p. 24.

41 See Paul H. Hirst. "Tho logical nnd psycholog1en1 aspects t teaching it subject." in
R. S. Peters. The Concept of Education, op. cit.. p. 44.



EDUCATING FOR THE FUTURE
By JOHN A. MOORE

Long ago Charles Darwin said, "How odd it is that anyone should
not see that all observation must be for or against some view if it is
to be of any service." ("More Letters of Charles Darwin," volume 1,
p. 195.) I will modify this theme for the purposes of the argument to
be developed to read :

How odd it is that anyone should not see that all education
must be for some purpose if it is to be of any service. This is
Proposition 1.

Proposition 2 is :
* C C the best help our schools can now give students is

an intellipnt understanding of the world in which they live.
This question is from "Education for the Age of Science," the 1959

statement by the President's Science Advisory Committee (The White
House, Washington, D.C., May 24,1959).

Proposition 3 is from a speech made last month by the Secretary
of Health, Education, and Welfare, Elliot L. Richardson :

The most basic issue for us today is not what do our institu-
tions of higher education require, but what kind of higher
education does our society require. (Science 170: 832)

Here I propose to omit the two "highers."
And finally, for Proposition 4, I turn to Philip Handler, President

of the National Academy of Sciences, who expressed this opinion last
October :

* * * science remains the most powerful tool the mind of
man has yet conceived to alleviate the condition of his fellows.
(Science170: 837)

One can hardly label these propositions radical, yet I believe that
one can develop from them the revolution in education that must
occur. And if this revolution is to be effective, it will be via the only
kind that worksevolution.

I will assume that those reading this article have reached the con-
clusion that America is not working the way it should. Certainly
the volume of publications on one or another crisis of society suggests
that,if a person is not reading or thinking about a crisis, at least he
is writing about one.

The young, most notably, are calling into question contemporary
society : the society that can put a few men on the Moon, make it
possible for a fifth of mankind to watch the event, and keep multitudes
in hell hero on Earth. If youth's questioning is to lead to effective
action, it will be essential for the young to learn the conditions of

(177)
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society and some of the constraints on action that are inexorable
deductions from the laws of nature. Neither bombast nor bomb will
abolish the Second Law of Thermo-dynamics or the Carbon and
Nitrogen Cycles. So I will be talking about education and something
so elementary as education for survival.

It is exceedingly important what we do here in the United States
during the next decade and beyond. Our problems are not unique :
we will be addressing ourselves to those of all mankind. The same prob-
lems will affect any societies when they attain a certain level of size,
affluence, and education. Size, affluence, and educationlong con-
sidered desirable goalsare themselves the cause of a new family of
problems far more serious than any encountered in the pastproblems
with which we are poorly equipped to deal. We muddied through for
generations because, in the absence of a high level of size, affluence, and
education, we interfered less with each other and with nature. We are
in a new ball game and our heritaae of the past ill fits us to deal with
the present or the future. Our pro%lem is to discover to what extent
the eternal ooals of man are wise or practical. In this effort we in the
United States will be un experiment for all mankind.

I am optimistic about the outcome of our experiment because I be-
lieve we already have the data that will make success theoretically pos-
sible. The main problem, as I see it, is whether or not the necessary
fraction of us wishes to succeed. That is, can an ethic and behavior of
civilized society be developed and adhered to ? A more complex world
requires more discipline and less doing one's thing; cooperation over
selfishness; postponmg some present pleasures for future pals; and a
heady dose of the Golden Rule.

Planning for the future of society is the single most important thing
that we can possibly do and I prop meose that this beco the primary
goal of education. Possibly you believe that this is the goal of educa-
tion now, and I suppose it is in some indirect way, but I would like
to make this a most explicit, not implicit, goal.

We plan for the future neither in the solools nor in the market-
place. The mindless way in which we treat the future is appalling.. Ask
yourself this question : "What are the plans for the future of society ?"
The United States has, to the best of my knowledge, none. For pre-
vious generations they might have been Fifty Acres and a Mule, a
Chicken in Every Pot, or 'rwo Cars in Every Oarage. The energies of
government are marshaled almost exclusively for present crises. The
very structure of government puts a mpremiu on doing something now
for the voters, even though this might lead to future disasters. One
cannot attain and maintain high office by the votes and eccolades of
the unborn.

So let us suppose that we have reached the decision that what hap-
pens to man in the future is so important and so uncertain that we
must, without delay, address ourselves to the question. Presiunably all
vehicles of education would have to be involved, as would all people.
Presumably the schools would be the core of these activities. How
might we begin to organize them in order to better achieve our goal?

The first thing to cio would be to make sure the schools are places
where learning is possible. Few adults remember schools as hoppy and
exciting places. Students in the universities today will menerally re-
member their years in the schools as periods of unalleviatePa boredom-
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and for many the universities are no better. "There never were enough
12, cood teachers." Of course not: and there never will be enough "good
teachers," as understood by the students. But, a school should not be a
place where the emphasis is on ",rood teachhig." The emphasis should
be on good learning. "Good teacliing" probahly serves the educational
needs of the teachers more than the needs of the students. How often
have you heard the expression: "I never understood this subject until
I began to teach it." Couldn't we let the student in on this.secret?
Might not we involve him in the educational process in a far more
active way ? Might not he then learn the subject better: acquire .more
effeetively the social and communiCative skills that. are essential in
adult life: and remember the scliool years as a liappy and.stimulating
episode in his life?

think we know tbe answers to these questions and some feW schools
now exist that ean serve as models for achieving these goals. For this
to become the common pattern of education, however, requires that
we make up our minds that we really want to do it. That may sound
easy but it also involves deciding that we are willing: to forego sonie
thing else. Not so long ago we discovered that on the national level
we could not have all the gunsand all the butterthe decision was for
guns. lint you will 'see, as my argument develops, there are equally
important choices that must be made on the individual level as well.
The education of the young cannot be left, solely to the professional
teachers in the schools. Family, community, and school working to-
gether are essential. An acceptance of this proposition-Must involve
a different way of life for the individual, family, and community.

What is it that, a person in the period of life from child to adult
must. acquire if he is to live effectively as an individual and as a mem-
ber of society? Here is one possible' list:

1. An. understanding of the overall operations of nature; the
roles played by microorganisms, plants, and animals; the notion
of a Wosphere as life in equilibrium with itself and with non-
living nature.

2. in unilerstanding of man's place in 'nature; his absolute
dependence on other life for his own; his Past. and present effects
on nature; how he must reach an equilibrium in the part he plays
in the environment.

3. :ln miderstandiny .of the different groupings that IMIn em-
ploys to enhance his' surilval and betterment ; the family, friends,
organizations, community, state, nation, and snpranational
organizations.

4. An understanding of the nature of man; patterns of beha-
vior of the individual the role of different behaviors for the
welfare of the individual and the group to which he belongs; the
notion of rights and responsibilities of the individual and the
group.

5. An understanding of Ms nature as an organism.; his anatomy
and physiology and whai must be done to maintain both in optt-
mal working conditions.

G. A nundemtanding of the ages of man: his infancy. childhood,
youth. adulthood, and old age ; the special opportunities and prob-
lems of each.

7 An nnderstanding of /he variety of opportunities for one's
basic eontyibution to societyhow one "earns his living."
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8. An understanding of the main events in man's past, not the
parade of knave and knight but, for selected moments of history,
an understanding of how he lived, his accomplishments, his special
problems and their solutions.

9. Anunderstanding of the world today; its diversity of human
types and societies; the interrelations among them.

10. And finally a child should have a rich and varied opportu-
nity to explore the many possibilities for individual development
to discover what might 'be his own.

Apologists for present patterns of education will surely say that the
schools now give their students the background for all of this. An
arguable point, but if something is important it should be studied
explicitly and one should not settle for a parade of peripheral and
doubtfully relevant topics that impinge only remotely on the question
at hand. There is so much for a child to accomplish if he is to become
an effective adult. The schools should help him discover his most direct
path, keep him on it, and not overburden him with all the trivia that
may impede this propess.

How might a curriculum be arranged so that these ten understand-
ings come about ? Here is one presented, not in belief that it is "the
best," but primarily to explain what I have in mind.

CURRICULUM

Beginning with the very first years in school, a significant portion
of the student's time should consist of studies of the real world. This
might consume approximately 20 percent of the time during the first
few grades and gradually increase until it occupies 60-80 percent of the
time in high school. Hopefully such a system will break the current
pattern where one learns in school and performs outside.

We might think of tbe first twelve years of schooling as consisting
of three blocks, each part of a developmental sequence and with a
di fferent emphasis.

1. Grades K-4. Here the child begins to learn about his world
and epecially about the natural world.

2. Grades 5-8. Here the emphasis is on man.
3. Grades 9-12. Here the emphasis is on society.

Grades K-4. Learning About Nature

The K-4 years must develop skills in reading, writing, speaking,
simple mathematics, and social relations. To the maximum extent pos-
sible, the reading, writing, and mathematics should be related to what
the child observes in his community and in nature. Thus, reading be-
comes a way of learning about what is interesting and important to
hum. There should be a clear and practical purpose, which is evident
to the child, in being able to read, write, and solve simple mathematical
problems. The students should also discuss among themselves the
problems of getting along with one another. Discussions of model
situations: "How would I feel if?" Not only should the students
be made to think about the problems of living with themselves and
with each other, but also their behavior towards pets, wild nature,
their homes, their school, and their community.

e! e,7)
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Since much of the work will be done outside of the school building.
and in situations where close supervision and personal instruction is
necessary. there must be help from others who are not professional
teachers, such as the parents of the children, retired individuals, and
especially older students. Conider how simple it would be. but of such
great edUcational value if, for at least two afternoons a week. groups
of three children mid one adnit (or an older student) would walk
through the community learning to read the tumws of the streets.
the numbers on the buildings, 6. signs on the stores. and discussing
what goes on in the stores and buildings. On other trips, theA, little
groups would visit areas in nature: a seashore with its waves. beach.
rocks, tides, dunes: a woodland with trees, streams. shrubsc flowers.
life and deeny. In all places the children can lean] about wind. clouds.
min, erosion, the sun. moon, stars. and the seasons. Participation in
such a group would also give love. friendship, emotional support. and
exoeriences m accepted soeial behavior.

School districts could develop arras !or nature studksedneatirmal
narks. If new areas are not amiable, 1,ortions of existing parks could
he used. There could be study areas with simple laboratory moms.
natnre exhibits. nature trails, etc., which could be wed by the general
public when not required for use by the students.

Museums zoos, and botanie ganlens say they are roneerned with bot h
msearch and edneat ion but they should become far more involved in the
latter. They should work as equalpartners with the schools in deciding
what. is to .be taught and bow this can best be done. MIlce111115 should
become one of the places when, children are taught about naturenot
merely when. dead nature lives behind glass. Possibly a new institn-
tiona combination of museum, zoo., and botanic gaidencould best
meet the rrquirPment s of education.

grefirit 5-8. trarning Ahont :Von

In these gmdes there should continue to be a stmng emphasis on
exploring, reading, writing, speaking, mathematies, and social n4a-
tionsdeyeloped in relation to some of the basic requirements for
man's

1. Pond. Why man requires food. The main food and animal crIps.
Agriculture. Food proeming. Nutrition. With this and the following
topics, the student should attam a fairly sinphisticated understanding
certainly a far better one than characterizes the average American
today.

Let us take the example of wheat- Itow might this topic be devel-
oped! The student should find out what happens to wheat in its cycle
from seed to bread: the science of soil: the bmloKy of wheat : the way
the wheat industry actually works: how wheat is made into flour Anil
finally into bread.

Only in the most exceptional circumstances could the child observe
all of this first-haml hut, if the community addressed itself to the
problem, a reasor,Thle wilution could result. 'For example. it would he
my hope that the sehools of the future would have gardens IV; a stand-
aid facility. Those responsible for 'urban schools may cringe at the
suggnstion-hnt. if it is judged essential for children to have first-hand
expenences in raising food crops, the problem could be solved. We
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seem to be able to rind spacfp for freeways and eommerrial develop-
ments. Thi. ;tempted by the community because frvivays and com-
mercial developteents are -essential.- lint schools are essential too,
and if existing favilit ies are inadequate, they have to be made sukquate.
Spnee might eome from a variety of sources: many cities have areas
so dilapidated that they are unfit for human habitationreplace some
of these with school gardens rather than more habitations: consider
nsiil g. portions of parks: use roofs of school buildings and other public

close the streets aronail the schools and convert them to
pedestrum mal1F--keeping the iwilestrinns on the sidewalks and using
t he cruder of the streets for srardens.

More exact studies of soils and the growth of wheat could be emi-
ducted in the laboratory. Here also one could continue the story:
learning how the grain is milled and how bread is made from lbw.
Some of this eould also be 411,14in-ea locallythe rommercial milling
of grain and of baking.

This one example. wheat, is developed in some detail to give a better
idea of the level and method I am soggesting. The mast important
points are thai the student is learning something essential for his life
and he is adively involved to a maximum degree. Ile is not taught
abmit wheathe learn* about wheat. What he does in the sdiool gar-
den and in the school laboratory should be supplemented by his ex-
ploring a collection of books, articles. films, and tams all assembled
Il all easily accessible place for his use.

Much of this can be a group activitystudents working to2ether in
gnedeu and laboratory arid liiscassing among themselves r-luit tbey
are learning. To the maximum extent possible these activities should
be developed and eontrolled by flit students. Supervision by profes-
sif.nal teachers. older students. parents. and other adults simuld be
restricted to encouragement. more substantial help if the proilltans
reach a near-frnstrat:on level. and special attention to special handi-
caps: poor leading ability, social problems, deprived background. etc.

Some of the other topics that should be cm-ered. in equal detail, as
a student-directed act ivity are :

2. Water. Here there wonld be no obstacle to a student's learning
where hi4 community's water comes from. how it is treated, bow it is
distributed. how it is mused.

1

4. 17ony*.. How they are built. Students should build some small
stioctures. make models. and stndy the eonstruction of buildings in
their community. Students wenild ream the use of tools. how to make
plans. and how to read them. Plumbing. Painting.

flothCpg. The origin of fibers. Textiles. Manufacturing. Obvious
student activities would include spinning, weaving, and making cloth-
es. Local examples.

G. Nahrral ref-votary,* and technology. The living and nonliving sub-
stances that man takes from the earth and uses in his technology. Here
the opportunity for stodent projects and study of local examples is al-
most unlimited.

T. The biology of man. What we are (our structure) and how our
body functions (our physiology); supplemented by studies on other
animals. Love and mamage (sex educationto begin before puberty).
Tillman behavior. Man's life cycle (birth to death). How to maintain
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health. I low to maintain health. Doctors and hospitals. Elementary
pnblic health.

s. Other reopk$. Man throughout the world. llow he lives. bow he
organizes his society, his creativity. his environment, what he produces
and consumes. Begin to learn a foreign language.

ti. Hole man regulakA his heharior. InfOrmal mles of social groups.
Formal rules (laws). How rules and laws ate made and what they
are. I low they are changed. How people reach decisions. Organizations
for regulating behavior: governnwnt, courts, police. Rights and re-
sponsi bi l it ies of individuals and swial groups.

ryofir;fy. What others have done as artists, writers. musicians.
leaders government. business. ('ducat ion). inventors. scientists. an hi-
tech.. physicians, engineers. etc. What the child can do. with much
opportunity and mu-mural:meld given for his exploration of a rich
variety of creative act ivit

Up to this point nothing has been about speeific eormes of
t4inly : there has been no formal course in English. mathematics, his-
tory, or any other led. The center of eoncern has been some piob-
lem and the student ms learned the,r tools (laagnage. math. ele.)
to ds e the problem. Man's life is a series of plobleins to be faced mid
!solved and their is no reason whv a child's education should not fol-
low a similar pattern. Educators have long known that a child learns
more rapidly and more happily if he midersoinds 111,y he shouhl make
the effort.

Fort bermore. a problem-oriented corricnbun allows moir freedom
and variety of experiences. I would hope that the education that I am
itroposing simply could not he frozen into a series of activities. each
occupying a fifty-minute period at a fixed boor each daya rigidity
that most be truly destructive to little people. A problem, or some
portion of it. should be given a block of nninterniptefl time.

For example. sevend weeks might be devoted to a study of water. in
all its manifestations. A specific river could Ire selected (hopefully a
local one) for detailed study of it from srmrce tl terminus. The study
could be started with a consideration of the water cycle and the chem-
istry nf water. Theo the slow growth of the river from its tribotaries
and the effects of its waters (erosion. valleys, etc.). If the example
chosen is a typical river, its waters will be used over and over again
by the communities that line its banks. Studies conld be made of the
way each community oses the waters: for domestic porposes. industry.
irrigation. waste disposal. or recreation, amid the state of the water
after thie,p varions nses Such a stody, properly done. would involve
climatology (clouds, mill. weather). chemistry (nature of water, in-
organic substances in water), geologv (effects of funning water on
earth's enust ). mathematics (rate of Aow, volume. seasonal variation.
graphs. rate of use by communities). biology (life in the river. cycles.
purifying ability). law (ndes for water use, water rights. obligations
to conummities downstream), industry (how it uses water. relwousi-
bilities for proper use). government (who controls use). pollution
(origin and foutrol). history (early erploratiou, use in past h physics
b-d roelect ric power), agrienItere ( irrigation). ronservat ion proper

lue. responsibilities to fuiture generation). and hopefolly a little es-
thetics ( beauty of a stream aml the life in it).
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Grades 9-12. Learning About Society

In tkese final years in the schools, the student should make a de-
tailed study of how society operatesitA human associations, goals,
and techniques. And to a degree not possible in the earlier years, the
student should be deeply involved in participating in the activities of
society. In the previous eight years he will hare learned a great deal
about nature, man's relation to it, and the major activities of civilized
life. Now he should become deeply concerned with the question of how
society will provide the environment of his future. This could 1-e ex-
plored through the integrated development of four main topics, which
would be the framework for these four years. The student would al-
ready lmve gained considerable experience with each of these topics:
now is the time for a more mature and detailed consideration.

A. Nan. A detailed consideration of man's behavior. His motiva-
tions limitations, rights. and responsibilities. Socially acceptable and
socially destructive behavior. The varieties of man's behavior: crim
inals. hermits, unemployable, alcoholics, drug addicts, fanatics, homo-
sexuals. insane. Mobs, violenee, aggression. gangs. Behavior in family.
Friends.

13. Gori-rnment. How man attempts to control his welfare and des-
tiny through group nctiou. The operation of our government at the
local. county, state, national, and supranational level. Different forms
of government. Some of the problems of government : size, poor com-
munication, graft, cronyism. inefficiency, lack of planning, lack of
inspiration, money. The importance of leadership. Eleetions. The vital
necessity of active participation of citizens for an effective democracy.
Party politics. Lobbies. The rights of individuals and the rights of
society.

C. Low. What are the principal laws that regulate our behavior?
How they are made. changed. enforeed. Punishment. Promoting ac-
ceptance of laws.

D. The Ftihire. The eonsequences of the growth of man's popula-
tion and technology in a finite environnwnt. The need to attain an
equilibrium. and the revolution in human behavior needed to bring
this about. Planning for the present and the future. The nature of
"trade-offs-War and peace. Responsibilitic,s to our fellow man and to
future generations.

Some of the specific areas of study might be :
1. Government. Investigations of how the local government

works Problems of the eommunity and how they are solved. De-
tailed studies (which would have to be done largely through read-
ing, films etc.) of state and national governments and of the

2. Taxes.
8. ha Ir. Loral courts. Lawyers.
4. Police. Working with them. Bow they handle local problems.

Tlu problem of police corruption.
5. The life of a city. A study of the sources of water. power. fuel.

food. The resulting waste products and their disposql. Balancing
benefits and pollution.

Transporta t ion. Problems and solutions.
7. Local businesaes. How they operate. Corporations Responsi-

bilities to society.
tr .1r-1
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8. Banks and money market.. How they operate. Stockexchange.
Responsibilities to society.

9. The U.S. Postal Service.
10. Public and individual health. Physicians. Disease. Treat-

ment. Hospitals.
11. Housing and construction.
12. Labor unions. Responsibility to society.
13. Welfare. Social Security. Unemployment, compensation.

Retirement.
14. Education.
15. Cultoral activities. Museums. Music. Theatre. Libraries.
16. Communication. Press, TV. radio, publishing.
11% Maintaining the environment.. Conservation. Pollution.
18. The responsibilities of individuals to themselves, to their

fellow man, and to the environment (a project for the 12th year).
The above should occupy approximately half of the student's time.

much of it to be spent outside of the schools. Much cooperation would
be needed by local business and government. Hopefully every student
would do some work in about four of these areas each year, to learn
how society really works. not the way it is supposed to work. These
experiences could help the students in their decisions about careers
and. quite possibly. lead them to recognize that there are many impor-
tant tasks to be done in society and that a dedicated worker in any is
to be respected. Possibly one or more summers could be spent working
on farms, construction work. etc.

For the first time something will be said about formal courses. Dur-
ing these last four years a student should have an opportunity to ex-
pire-. ;*, depth areils of knowledge or sorts of activities that will satisfy
his intellect. broaden his horizons, and prepare Wm for his life. Pre-
sumably this can be done in something that one could identify as a
course- thorgh I would hope it would have little resemblance to many

of the courses now offered a student. If a student has gone through the
learning experience I have been describing. I would hope that he would
be able to cop :. with new knowledge at a truly sophisticated level. (1
am assuming that he would have enjoyed his schoolingand that
would make all the difference in the world.)

This is the end of lay specific suggestions for a new type of school.
a new type of cnrricidnin and. of greater importance. a new type or
student. The proposal is radierillv different from what we do now,
which I believe is necessary becati:

I. Existinff programs. whidi have traditionally served the chil-
dren from middle-class homes., are being rejected by increasing
proportions of these children and their parents.

2. The rising expectations of children from nnderpnvileged
homes and their parents are not being met in the schools today.

3. If we define an uneducated person as one incapable of dealing
effectively with his world, an increasing proportion of our young
leave school imedncated.

Today. and to an increasing degree in the future, the life of an un-
educated person is doomed to be personally frustrating and socially
destructive. The complexities facing life now require nc4., only fa
more education. but far more relevant education for these goals:
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1. If) enhanee one's inner reso..ii-ces. which will Ix. far more jun-
portant for life in an inereasingly crowded, tense. and eomplex
(.11%111)111unit. and

2. To develop the soeial and teelmologica 1 skills that will be
neeessary for even a modicum or lwrsonal aml community senmity
in :1 more-demanding funny.

With the edneation of today far too small a percentage of gnidn-
at Mg stinients are able to ilea I effectively with a highly sophist lent ed
teehmilogied Far too many Win bevome pas.,ive. or eared-
for, bystanders who do not or -outwit part iciluate illeaningfidly in the
opera ions of society.

But the schools cannot do this alone. The education of the young
ihnst beeome t.ie general responsibility of the adult generation. It. is
no longer feasible to alloeate the re:ponsibility of education almost en-
tirely to the teaching profession: a child can only be educated by his
whoir environment. This faet has become painfully clear for many
of tlw children of the inner city: where home and C011111111Hity support
is lacking, the schools cannot 'ensure that a chill will reach Ins full
potential. Parents of the school children inul other adults with sonic
nine to spare tehildless or retired) will be needed to help with work
in the rlassroom and elsewhere. Also the deerease in the work-week
should make it possible for working people to contribute. Snell a pro-
gram would. of course. have its adult ethwation aspects: the nonpo-
fessional teache..s would have to know nearly as much as the pros.
Such !,.rroups could concern themselves not only with the edneation
of their children. lint also eduenting themselves: child cam health.
commilnity affairs. book clubs. era fts. etc. One could build a group id'
informed individuals that might k-eome effective spokesmen for eilu-
cation. conservation. rout rol of pollution. etc. llopehilly these people
would have their lives enriehed not only by partteipaiing in a vital
enterprise hut also by obt filling some intellectual stimulation.

We simied with four proliositions.
One of these was tlett the sehools should give their student.: an in-

telligent undei standing of the world in which they live. This is the
central concern of the program tliat I have proposed. The goal is lint
learning for the sake of learning but learning for the sake of survival.

Another proposition. modified from Darwin. was that all edneation
must be for some purpose. Tlw topics that I have suggested deal
explicitly with the purpose of stimulating the stmhint to learn about
Ins worb.i. Forinal com-ses have been replaced with a problem-oriented
approach. Mathematics becomes a way of understanding sow aspect
of the problem: effective reading. writing. and speaking bevome tools
of learning and communicatMg about the problems: the necessary
science and technology are mastered for further understanding. Soci-
ology. economics. lisychology. and government have dear and obvious
roles. lInt. what about history and the humanities? Both have a vital
role to play. Ifistory can easily become problem oriented: one could
marshal examples of man's previous attempts to deal with the problem
at hand. Think of the rich variety of our past experiences with the good
and evil of power: the relations of different peoples: the usual failure
of war and violenee to provide smisfactory .;olutions: the various
attempts to secure justice: the progress of our inventions: the search
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for a sa fer and mon1 meaningful life. The humanities can. better than
any other discipline. put all unto acceptable perspective. There are no
nonhumanistic reasons to prefer love over link.. peace over war. gen-
erosity over greed, conservation over destruction. justice over oppres-
sion. The list, of imfividual and national priorities that we use for our
life and our future must be based on our humanity, not on our science.
The name of the game is man.

The third proposition was that education should be directed to the
needs of society. I have suggested a program that conceivably could
serve these muls.

The plan that I have proposed is so different from existing educa-
tion that only a revolution could transform one into the other. It
would demand an enormous national effort. an effort commensurate
with (lie magnitude of the problem. One would like to think that it
could be done by govermnent but. in this case. I believe other associa-
tions of men might be more effect ive.

So now we come to Philip Handler's proposition that science is the
most powerful tool the mind of Irian has yet conceived to alleviate the
condition of his fellows. Should we use the methods and men of science
to help in educational reform ?

And now I really get to the point: Could some large and broadly
representative group do the job ? Any new educational program that
will be truly effective today. and give some hope for the future:, must
be eonstrueted by individuals who are experts m the natural sciences,
sovial sciences, and teelmology. The staff of the National Institute of
Education must have the expertise required for the creaticn of such
a program.

The job has to be donequite possibly not in the specific form that
I have proposed but one of similar scope. It will be extremely difficult
to succeed but vastly more destructive to fail.
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